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ABSTRACT 
 
The research problem of this study was based on the existing skills gap between education 
and employment in Saudi Arabia.  The Institute of Public Administration like other 
educational institutions has established Co-operative education programmes (Co-op) in 
order to build a partnership with the private sector.  Co-op was one of the objectives of the 
state’s sixth development plan (1414 – 1420h), (1995 – 2000) and is used to increase 
education sufficiency and improving its quality.  It is argued that, to meet the future 
demands for appropriately skilled managers and workers, ongoing collaboration and 
consultation with industry is required to ensure the goals of all primary stakeholders - 
students, educators and industry employers - are met (Walo, 2000). 
 
The primary objective of the study was to explore the effectiveness of the Co-operative 
education programmes, which are provided by private sector companies and some 
government agencies under the supervision of the Institute of Public Administration, in 
developing the students’ awareness of the importance of generic competencies required for 
IPA’s Post-secondary Diploma degree for graduates entering the workplace.     
 
Through a quantitative and qualitative study, this research compared the perceptions held 
by employers, teachers and students (before and after particpating in the Co-op) about the 
importance of the generic competencies required for IPA's post-secondary graduates 
entering workplace today, and employers’ and teachers’ perceptions of the most important 
competencies required to be developed in the graduates.   A survey questionnaire adapted 
from the research tool used in studies by Hodges and Burchell (2003) and Lin (2005), 
based on Spencer and Spencer’s work (1993) was administered to 38 of IPA’s eastern 
province’s organisations which participated in IPA’s Co-op programme in the last 3 years, 
38 teachers from IPA’s Dammam branch, and 99 students from IPA’s Post-secondary 
programmes (before and after particpating in the Co-op).  Employers were interviewed as a 
further qualitative component to give more depth to the study.  The frequency distribution, 
independent samples t-test, one-way ANOVA plus post-hoc Seheffe, Kruskal-Wallis test 
plus post-hoc Mann-Whitney, and ‘Direct Ranking’ statistical methods were used to 
identify the differences between the participant groups.  The findings revealed that there is 
a good agreement between the four groups on the importance of a broad range of 
competencies.     VI
The study has revealed the impact of Co-operative education programmes.  This was clear 
for example when students (after particpating in the Co-op) joined employers in ranking 
English language (writing), English language (speaking), and English language (overall) 
among the ten most important competencies, and their awareness of the importance of 
competencies remained high across a broad range of competencies.  This study has also 
shown the importance placed on ethical competencies by educators and industrial 
professionals. 
 
The study has also shown that employers’, teachers’, and students’ perceptions of the 
importance of competencies were affected by their different demographic characteristics.  
The study showed that all groups perceived both hard and soft competencies as important, 
and there was consistency between the four groups in favouring soft competencies over 
hard competencies.  The results showed that there was an agreement between employers 
and teachers in the need to improve IPA’s Post-secondary graduates’ performance in the 
competency of English language (overall), as a priority as well as some ethical 
competencies, and the hard competency of computer literacy.  The study showed that Post-
secondary Programme (PSP) was ranked in first place as the most important source that 
developed students’ awareness of the importance of competencies, whether in an 
individual area or under the two categories hard and soft.  Second was 
home/family/community, third came the Co-op Programme, fourth was school, and self-
taught came in the last rank 
 
The study clearly reflected the effectiveness of IPA’s Post-secondary Programmes in 
developing students’ awareness of the importance of competencies, and the impact of 
home/family/community in this objective.  The study also asserted that Co-operative 
education programme was effective as well; based on its short-term impact in comparison 
to the long-term influence expected by other sources.  The study revealed a lack of effort in 
schools directed to developing students’ awareness of the importance of competencies.  
The results in general revealed the positive impact of Co-operative education in developing 
students’ awareness of the importance of competencies to be closer to the requirements of 
employers.   VII
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Chapter 1:  Introduction 
 
1.1  Background and Context of the Study 
The world of work around the globe is changing rapidly as industry becomes increasingly 
knowledge-based, requiring more highly skilled labour.  A well-educated workforce is 
essential for countries to be able to compete in the global economy (Wagner, 2006).  
Education and training contribute to an individual’s personal development, increase her/his 
productivity and income at work, and facilitate everybody’s participation in economic and 
social life.  It follows that education and training can also help individuals to escape 
poverty by providing them with the skills and knowledge to raise their output and generate 
income.  Investing in education and training is therefore an investment in the future; 
knowledge and skills are the engine of economic growth and social development 
(UNESCO & ILO, 2002).  The development of workers’ competencies has long been 
recognised as the key to economic growth (OECD, 2005).  
Many countries and communities are investing in education and training to ensure that they 
can be competitive in the global economy.  Of significant importance is the attempt to raise 
the skills of the least skilled.  For example, policy experts have stated that Germany spends 
a much larger proportion of its education budget to raise the skills of the least skilled than 
the United States (Wright, 1995).  Successful attempts are shown in some other countries, 
such as Sweden and Norway.  For example: young adults (ages 20 to 25) in these two 
countries who have completed some college or university education perform better than 
their peers in the United States who also have completed some college or university 
education on multiple assessments of skills (Wagner, 2006).  
The concern with education in the Kingdom of Saudi Arabia started since it was founded 
by King Abdulaziz bin Abdelrahman Al-Saud in 1932.  At that time, education was not 
accessible to everyone and was limited to individualised instruction at religious schools in 
mosques.  These schools taught Islamic law and basic literacy skills.  By the end of the 
century, Saudi Arabia had a nationwide educational system providing free training from 
preschool through university to all citizens.  Male and female education is completely 
segregated.   2
While the study of Islam remains at its core, the modern Saudi educational system provides 
quality instruction in diverse fields of modern and traditional arts and sciences.  This 
diversity helps meet the Kingdom's growing need for highly educated citizens to 
participate on its rapid progress.  Formal primary education began in Saudi Arabia in the 
1930s.  In 1951, the country had 226 schools with 29,887 students.  In 1954, the Ministry 
of Education was established.  The first university, which is now known as King Saud 
University, was founded in Riyadh in 1957.  Today, Saudi Arabia's nationwide public 
educational system comprises eight universities, more than 24,000 schools, and a large 
number of colleges and other educational and training institutions.  Different types of 
education are provided in Saudi Arabia.  General study, which starts formally from 
elementary education, intermediate, and finally secondary or high school, which is 
commonly called the ‘Tawjihiyah’.  
Technical education includes industrial, commercial and agricultural schools.  An 
Intermediate School Certificate is required for admission.  Courses lead to the Secondary 
Industrial School Diploma, the Secondary Commercial School Diploma and the Secondary 
Agricultural School Diploma.  
There are also Technical Assistant Institutes, which offer two-year vocational courses in 
Architectural Drawing, Construction Supervision, Health Supervision, Road Supervision, 
Surveying and Water Supervision leading to the Certificate of the Technical Assistant 
Institute.  Health Institutes and Nursing Schools offer three-year courses leading to the 
Health Institute Diploma or the Certificate of Technical Nursing.  
Higher education is provided by universities, an Institute of Public Administration, and 
teachers' colleges and girls' colleges.  The Higher Education Council makes proposals 
relative to the overall policy of higher education and supervises the application of the state 
policy in scientific research.   
In its modern history, the Kingdom of Saudi Arabia has experienced enormous economic 
development that has affected every aspect of contemporary life.  During the course of this 
development, a number of challenges have appeared.  One of the most critical challenges 
has been in the training of a national workforce with a high level of competency in a 
variety of fields, a good sense of responsibility, and a high degree of productivity.  All of   3
these attributes are essential in that individuals need to acquire such skills and attributes in 
order to co-operate and to maintain the pursuit of development in the Kingdom (The 
Manpower Council, 1997).   
Al-Dekhayyel & Abdulgabar (2002) reported that the challenges in the training of the 
Kingdom’s national workforce have been brought about by the following developments: 
•  A fast growing population, considered as having one of the highest rates in the 
world.  This unanticipated rapid increase in population has resulted in declining 
per capita income in Saudi Arabia.  At the height of the oil boom in the1980s, the 
Kingdom's per capita income was around $17,000. By 2003 this figure had 
declined to about $8,200, lagging far behind most of the other Gulf oil producers 
(Looney, 2004). 
•  Advances in technology in the workplace, which are changing the organisation of 
work and demand the continuous updating of skills. 
•  The need to employ Saudi nationals in economic and industrial activities 
(Saudization). 
The Institute of Public Administration, like other educational institutions, has undertaken a 
number of development initiatives to address the challenges.  One of these initiatives is to 
stimulate the private sector as a complementary stakeholder in the provision of relevant 
and high quality graduates from its General Preparatory Programmes (GPP) (Pre-service) 
in accordance with the Kingdom's development goals and priorities.  Therefore, the 
Institute established co-operative education programmes (Co-op) in order to build a 
partnership with the private sector.  
Some countries such as the United States, Canada, and the United Kingdom, have 
established themselves as leaders in this field.  However, other developing countries (for 
example: Brazil, Jamaica, Indonesia, Malaysia, Republic of South Africa, Romania and 
Thailand) have introduced co-operative education as an integrated part of their educational 
and training programmes (Aleis & Alabdulahfez, 2002).    4
The introduction of co-operative education in the Kingdom dates back to 1969 when King 
Fahd University of Petroleum and Minerals introduced a co-operative education 
programme in association with Saudi Aramco (the national petroleum company).  The 
University introduced the programme for the students in colleges of Applied Engineering, 
Industrial Management, and Computer Sciences, with a work-based component as an 
integral part of these academic programmes.  The University thus became a leader in this 
field of co-operative education in the Kingdom, and during this ‘experiment’, the 
University acted as a model for the introduction of co-operative education in other 
institutions throughout the country (Alabdulahfez, 1999).   
The application of co-operative education was one of the objectives of the Saudi Arabia 
sixth development plan (1414 – 1420h), (1995 – 2000).  The private sector is required to 
raise its contribution to educational services in general education, technical education, 
training in all its kinds or higher education (Ministry of Education, 2007).  It is argued that, 
to meet the future demands for appropriately skilled managers and workers, ongoing 
collaboration and consultation with industry is required to ensure the goals of all primary 
stakeholders - students, educators and industry employers – are met (Walo, 2000).  
1.2 Benefits  of  Co-op 
The embedding of real-world practice or co-operative education opportunities within the 
academic curriculum becomes a hallmark of a contemporary professional programme.  It 
provides the all-important contextual knowledge for allowing students to begin being and 
feeling like a professional or professional identity formation (Holt et al. 2004).   Grosjean 
(2003) (as cited in Holt et al. 2004) gave more emphasis on this identity for students during 
the Co-op.  He says that in the workplace, disciplinary knowledge is constructed in the 
milieu of practice - it is not learning then doing, but rather learning by doing; not learning 
theory for practice, but learning theory in practice; not learning about a profession, but 
learning to be a professional.  Grosjean added that the process of constructing professional 
knowledge in Co-op, then, can be seen as a complicated mixture of disciplinary identity, 
values, rhetorical purposes, and technical content.  
McFadden, Jansen, and Towell (1999) (as cited in Gabric & McFadden, 2001) have 
suggested that increased interaction between the business community and the academic   5
community will be a major trend in the new millennium.  However, they reported that, 
according to research, the relationship between students and the academic community is 
still stronger and longer than the other two links (between students and the business 
community; between the business community and the academic community).  This is 
because students are exposed to faculty perceptions through their classroom experiences 
over several years.  Some students also build connections with faculty members through 
student organisations.  Faculty members tend to communicate to students their perceptions 
of the needs of the business community.  Faculty perceptions may bias students’ opinions.  
On the other hand, the link between the students and the business community is the 
weakest of the three links, as most undergraduate students have little interaction with the 
business community prior to graduation.  Gabric & McFadden (2001) argued that students 
may gain some exposure during work-related experiences such as internships, or perhaps 
through interacting with business managers briefly during classroom experiences.  For 
example, practitioners may volunteer to speak in classes or students may be required to 
interface with the business community as part of a class project.  Other ways that students 
interact with the business community include student membership and involvement in 
professional organisations and plant tours of both manufacturing and service facilities.  
However, the relationships that develop during these encounters tend to be short in 
duration and limited in depth and scope.  
According to Garavan & Murphy (2001), employers perceive the following as significant 
values of the Co-op:  
•  Enhanced student self-confidence, self-concept and improved social skills.  
•  Enhancement of practical knowledge and skills.  
•  Enhanced employment opportunities.  
•  Attainment of necessary skills to supplement theoretical training.  
•  Enhancement of the induction process when the student joins the labour 
market.  
In fact, Co-op as a kind of work experience has a great value for students.  Cooper, Lawson 
& Orrell (2003) have stated that this value lies in the opportunities it presents for students 
to:   6
•  Apply and develop classroom learning or theoretical concepts in work settings. 
•  Clarify or determine career directions. 
•  Identify and utilise the generic skills they are developing as a result of being a 
University student in a work setting. 
•  Become ‘work literate’. 
•  Establish contacts and gain experience in the workforce. 
Hurd and Hendy (1997) suggest a number of reasons why employers wished to participate 
in practical learning programmes.  These reasons include the following:  
 
•  To develop an improved company image and achieve greater awareness of the 
company among the community.  
•  As a relatively inexpensive and simple means of recruiting new employees 
who may be attracted back to the company after graduation if desired. 
•  To increase employee productivity by employing students who are fresh and 
keen to learn and achieve, and to supply the company with “new blood” and 
fresh ideas.  
 
In examining the role of co-operative education in developing the Intellectual Capital of 
organisations, Raheja & Raheja (1999) have suggested five main benefits that 
organisations gain from particpating in the Co-operative education programmes.  These 
benefits were documented in the literature as the following: 
•  Opportunity to identify and recruit full-time employees (Nielson & Porter, 
1983). 
•  Increased productivity of full-time employees due to the positive influence of 
Co-op students who are known to be highly motivated (Brown, 1984).   7
•  Improved cost-effectiveness by releasing professional employees from sub-
professional work (Wilson, 1985). 
•  Good source for quality employees because they undergo screening prior to 
acceptance in the Co-operative education programme (Phillips, 1978). 
•  Enhanced community profile through participation in co-operative education 
programmes (Wiseman & Page, 1983). 
The Synergy Model, shown in Figure 1, illustrates the incremental Intellectual Capital 
realised by organisations that partner with co-operative education. 
 
 
Figure 1. Co-operative Education Synergy Model (Source: Raheja & Raheja, 1999) 
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1.3  Co-op in the Institute of Public Administration (IPA) 
As reported in the IPA’s Annual Summary Report (2003/2004): 
The Institute of Public Administration (IPA) was established on 1961, by Royal Decree 
No. (93), dated 24/10/1380H (Hijra) as an autonomous corporate body with a headquarters 
in Riyadh.  It was necessary, due to expansion in training, research, and consultation needs, 
to establish three branches: the IPA branch in Dammam started its work on 13/10/1393H 
(1973); the Jeddah branch started its work on 8/1/1394H (1974); and a third branch for 
women was established in Riyadh on 1/11/1403H (1983).  The Dammam branch of the 
IPA forms the basis of this research. 
The purpose of the Institute is to promote the efficiency of government civil servants and 
prepare them academically and practically to carry out their responsibilities, to use their 
authority to ensure a high level of administration and to support the bases for developing 
the national economy.  The institute also participates in administrative reorganisation of 
government agencies and offers advice on administrative problems presented to it by the 
ministries and public organisations.  In addition, it conducts research projects related to 
administration and cements cultural relationships in the field of public administration 
through the following:  
•  Developing and performing instructional training programmes for various 
types of employees. 
•  Conducting scientific administrative research and studies, directing and 
supervising them at the Institute and in collaboration with key officials in the 
ministries, government organisations, and their branches wherever field 
research is being carried out. 
•  Collecting, tabulating, and classifying the administrative documents in the 
Kingdom.  
•  Holding conferences on administrative development for top management levels 
of government personnel.   9
•  Hosting Arab, regional, and international conferences on matters related to 
public administration in the Kingdom, and participating in similar conferences 
abroad.  
•  Publishing research and administrative data and exchanging them with relevant 
organisations in the Kingdom, the Arab world and other countries.  
•  Encouraging scientific research in administrative affairs and allocating study 
grants and royalties for this. 
•  Offering the IPA staff academic and training scholarships in administrative 
affairs in order to promote their administrative efficiency. 
The Dammam branch of the IPA introduced co-operative education programmes in 1992.  
The consideration of co-operative education programmes at the institute began as many 
similar educational programmes worldwide realised the need for practical training as a 
means to establish harmony between the role of educational institutions and the needs of 
the labour market.   
The Co-op programme is an educational plan whereby a student, after completing courses 
at the IPA, then begins a training period in his/her major field of interest in one of the 
organisations which are participating in IPA’s Co-op programmes.  This programme 
enables the student to integrate classroom instruction with practical and valuable on-the-
job work experience with industry, government agencies or other employers.  At the end of 
the training period, the “Co-op” student is usually ahead of the “regular” student in that he 
not only has a degree, but also has work experience in his area of professional interest.  
The Institute of Public Administration takes care to ensure that students are placed in the 
right jobs that provide them with opportunities to learn new technologies, and gain 
valuable contacts with professionals.  Students continue to earn the basic salary of SR1000 
during the Co-op terms.   
There are two main possible internship arrangements: 
•  Alternate Arrangement - student works full-time at the organisation. (Co-op in 
Saudi Arabia is a full-time work that takes place for only one period of time).     10
•  Parallel Alternate Arrangement - student works part-time while attending 
school part-time (Florida Institute of Technology, 2007).  
 
The length of Co-op training for IPA’s Post-secondary students varies between the 
programmes (majors) as shown in Table 1.  
Table 1.  Length of Co-op Programmes   
Programm  Weeks 
Hospital Administration  10 





The requirements and conditions of the training are as the following: 
1.  The Co-op programme is required to be taken by all Post-secondary students.  
2.  Each student entering the programme has two supervisors, one from the IPA, and the 
other from the organisation he trains in. (Note: all students are male). 
3.  The two supervisors discuss the student’s training objectives, prepare the training plan, 
its timetable and review possible departments of employment.  
4.  During the training period, the campus supervisor visits the place of training to talk 
with both the student and the employer concerning the work assignment and any 
situations that may have arisen.  
5.  A work report is required of each student at the end of the work period. This report 
includes general and brief information about the organisation he trained in.  The report 
should discuss in detail the duties the student has undertaken during the training, 
comments and suggestions for the two sides, the organisation and the IPA.  This report 
should be written in an academic style.  
 
At the end of the Co-op, the student is assessed by the following means: 
   11
1.  An evaluation of the student from the organisation’s supervisor during the training 
period. (40%) 
2.  An evaluation of the student from the IPA’s supervisor during the training period. 
(20%) 
3.  A report which is submitted by the student to the IPA’s supervisor at the end of the 
training period. (40%) 
4.  The student must get at least (60%) to pass the Co-op training as a part of the 
graduation requirements of the IPA. 
 
1.4  Overview of the Study 
The research problem of the study was based on the existing skill gap between education 
and employment in Saudi Arabia.  Courtis & Zaid (2002) found that early employment 
problems arise because of an expectations gap between employer and employee.  Courtis 
& Zaid added that the gap is a result of deficiencies in the educational package and from a 
lack of practical ability. 
Many higher educational institutes in Saudi Arabia were founded in recent years to provide 
co-operative education programmes as a part of academic study to ensure a supply of 
skilled workers to the workforce.  However, the role of Co-op is not limited to skills 
development required for a student’s major or future profession.   Students need to develop 
their awareness of the importance of a number of generic competencies required for the 
workforce nowadays.  This recognition will help them to give attention to soft skills as 
well as hard skills to enhance their lifelong learning and future career.  This emphasis on 
developing students’ awareness of the importance of generic competencies is shown 
throughout educational literature.  For example, in 2001, the University of Luton 
conducted a survey amongst its tourism undergraduate students, looking at students’ 
assessment of the skills, knowledge and personality characteristics that they believe will 
give them a competitive edge in securing employment in tourism.  The results showed that 
the University not only needed to develop students’ skills, but that students also needed to 
take steps to improve their ability to self assess and be aware of their own skill levels 
(Petrova & Ujma, 2005).  Making students aware of and sensitive to the employability 
skills to be developed are the first stages in developing employability skills (Hind, 2006).  
This case study presents the results from an original survey and the subsequent steps taken   12
to improve students’ skills awareness and development in order to improve their 
employability prospects within their intended industry.   
In Saudi Arabia, no studies have described the level of involvement for organisational 
partners in co-operative education programmes (Abdulaziz, 2004), nor explored the 
effectiveness of co-operative education programmes in developing students’ awareness of 
the importance of competencies needed in the workplace.  
While Al-Megren (1996) analysed the perceptions of private sector firms toward the 
quality of the vocational education system in Saudi Arabia, Al-Romi (2001) analysed the 
school-to-work transition process by exploring employer expectations concerning the 
success of the general high schools in terms of preparing their graduates for the Saudi 
labour market.  However, Abdulaziz (2004) examined the effectiveness of co-operative 
education programmes in secondary industrial institutes (SII) in Saudi Arabia as perceived 
by their organisationl partners.  The study perceived the impact of the ‘Co-op’ through five 
variables: the presence of a training plan, the role of the ‘Co-op’ coordinator, the frequency 
of communication contacts between the schools and the SIIs, the characteristics of students 
in terms of their technical skills and work ethic, and finally, the characteristics of the 
organisational partners (Abdulaziz, 2004). 
Some papers have been published about co-operative education in Saudi Arabia.  For 
example, Aleisa & Alabdullhafez (2002) conducted a study about the successes and 
challenges of co-operative education in the Riyadh College of Technology.  The study 
described the introduction of co-operative education at the College from the perspectives 
of workplace professionals of the various enterprises involved in taking on students, 
faculty from the College who supervised students enrolled in the programme, and students 
who have completed work placements in the past few years.  This examination of co-
operative education’s strengths and weaknesses was an attempt to enable the College to 
compare the work-based learning programme against internationally accepted standards for 
co-operative education, as a key to success in closing the gap between the employability of 
the graduates and the workplace demands.   
This study differs from these previous studies, as it focuses its main purpose on exploring 
the effectiveness of the Co-operative education programmes for developing students’   13
awareness of the importance of generic competencies required for IPA’s Post-secondary 
Diploma degree Graduate entering the workplace.  Therefore, the study examines the 
different perceptions of the importance of generic competencies held by students (before 
and after participating in the Co-op), as well as educators and employers.  Employers’ 
perceptions of the importance of workplace competencies are significant, as they are 
familiar with key skills required for most jobs in the labour market.  Furthermore, the 
employers in this study participated in the Co-op.  Therefore, they give clear perceptions of 
something they know well.  Likewise, this study explores teachers’ views as they relate to 
the development of students’ work ability in educational institutions.  To accomplish the 
purpose of this study a set of objectives were identified.   
1.2  Objectives of the Study 
Objective One: Ranking the importance of competencies for IPA's post-secondary 
graduates entering the workplace.  
The ranking of the importance of competencies by the three stakeholders (employers, 
teachers, and students) can show mismatches between perceptions.  Identification of any 
such differences would enable educators to identify competencies requiring greater 
emphasis in the curriculum.  The ranking of the importance of competencies by students 
(after particpating in the Co-op) can identify the extent to which Co-operative education 
programmes might assist in developing students’ awareness of the importance of 
competencies so as to be closer to what employers require.   
Objective Two: Analysing participants’ perceptions of importance of competencies.   
Analysis of participants’ perceptions of the importance of competencies will identify 
significant differences between the four groups, and within the demographic characteristics 
of each group.  This would be useful to explore the level of differences in the importance 
of competencies between the participants, and whether their perceptions are affected by 
demographic characteristics.   14
Objective Three: Comparing the importance of hard and soft competencies:  
particularly differences in perceptions between employers, teachers and students 
(before and after particpating in the Co-op) 
Under this objective, the study will explore the differences in participants’ perceptions of 
the importance of hard and soft competencies, and their justification of the selection.  A 
mix of qualitative and quantitative data will clarify the importance of the two categories, 
and why they are required in the workplace.   This objective can also identify the extent to 
which Co-operative education programmes might have an impact on developing students’ 
awareness of the importance of competencies under the two categories (hard and soft) so as 
to be closer to what employers require. 
Objective Four: Identifying the most important competencies required to be 
developed in IPA's post-secondary graduates entering the workplace.  
This objective examines the level of agreement between employers and teachers about the 
most important competencies required to be developed by the graduates.  It is an additional 
effort to identify the deficiency in the performance of the competencies by IPA’s Post-
secondary graduates. 
Objective Five: Identifying the most important sources which developed students’ 
awareness of the importance of competencies. 
Through this objective, the study examines students’ perceptions of the most important 
sources that have developed their awareness of the importance of generic competencies 
and where Co-op is ranked amongst them.  
1.3  Limitations of the Study 
This study had the following limitations: 
•  The population frame for this study included 38 selected companies which were 
participating in IPA's Co-op, Dammam branch in the year 2005.  Also included in the 
study were all IPA's teachers in Dammam branch (38 people).  Students’ 
representatives were 99 people from five programmes: Hospital Administration, roll   15
1(N=20), Executive Secretary, roll 12 (N=26), Accounting, roll 16 (N=16), Sales, roll 
15 (N=24) and Computers, roll 1 (N=13).  Gender is an issue - evidence relates only to 
males, therefore, generalizing across the genders is problematic.  
•  The author had no control over those who responded.  A subjective analysis of those 
responding leads to the conclusion that the respondents are a representative sample of 
all employers, teachers, and students involved in the IPA’s Co-op programmes in 2005. 
•  Data provided by employers, teachers, and students represented opinions at a particular 
point in time. 
•  The data collected represents the views of the respondents in 2005 and this may 
subsequently have changed. 
•  The findings from this study have been compared to other published studies in an effort 
to generalise the conclusions from this work.  
1.4  Significance of the Study 
This study examined the perceptions of employers, teachers, and students (before and after 
participating in the Co-op) of the importance of generic competencies required for IPA's 
post-secondary graduates entering the workforce.  The study tried to evaluate the effect of 
Co-op programmes in developing students' awareness of the importance of competencies. 
This research study is expected to be important to higher education institutions and 
workforce employers, particularly those involved in Co-op programmes.  Academic 
teaching staff, especially IPA's teachers in the Dammam branch, will be interested in 
employers' perceptions of the importance of generic competencies and the relationship 
between hard and soft competencies for designing the curriculum and educational 
activities.  Students’ perceptions of the most important sources in developing students' 
awareness of the importance of generic competencies is another aspect provided by this 
study to evaluate the effectiveness of Co-op, Post-Secondary Programme (PSP), 
Home/family/community, School, and Self-taught.  This research will also be interesting to 
human resource managers, recruiters, and researchers in general.    16
1.5  Definition of Key Terms 
Some of the key terms used in this thesis are defined at this stage. 
Tawjihiyah: the final year of general secondary school. 
Competency: an underlying characteristic of an individual that is causally related to 
criterion-referenced effective and/or superior performance in a job or situation (Spencer & 
Spencer, 1993). 
Generic competencies: a combination of competencies providing a strong basis for further 
learning.  This indicates that the term generic competencies includes more than just 
learning abilities in a strict sense (Heijke, Meng & Ris, 2003). 
Hard Competencies: the basic (and generally technical) resources which are required to 
perform an activity.  These resources are generally expressed in terms of Knowledge, 
Skills and Abilities (KSA) (Bourse et al., 2002). 
Soft Competencies: “correspond to personal behaviours, personal traits and motives” 
(Bourse et al., 2002, P. 67).  
Behavioural skills: skills are built up from personal characteristics such as principles, 
attitudes, values and motives.  These skills, in contrast to cognitive skills, are a function of 
an individual’s personality (Birkett, 1993).  
Cognitive skills: cognitive skills are such as technical knowledge, skills and abilities - 
such skills being a function of the job requirements (Birkett, 1993). 
Hard skills: skills associated with technical aspects of doing jobs and usually include the 
gaining of knowledge (Page, Wilson, & Kolb, 1993).   
Soft skills: soft skills are skills often referred to as interpersonal, people, or behavioural 
skills, and place more emphasis on personal behaviour and managing relationships 
between people.  Soft skills are primarily affective or behavioural in nature, and have been   17
associated with a person's Emotional Quotient (EQ) (Caudron, 1999; Kemper, 1999; 
McMurchie, 1998).  
Superior performance: level of performance distinguished by demonstration of certain 
motives, values, traits and attitudes, in other words, by appearance of good behavioural 
skills in addition to technical abilities (Spencer & Spencer, 1993).    
Motives: the things a person consistently thinks about or wants that causes action.  
Motives ‘drive, direct, and select’ behaviour toward certain actions or goals and away from 
others (McClelland, 1971 as cited in Spencer & Spencer, 1993, p. 9).  
Traits: physical characteristics and consistent responses to situations or information.  For 
example, reaction time and good eyesight are physical traits. 
Self-concept: a person’s attitude, values or self-image. For example, self-confidence, a 
person’s belief that he or she can be effective in almost any situation, is part of a person’s 
self-concept. 
Social role: a pattern of individual behaviours that is reinforced by membership of a social 
group or organisation; this is the ‘outer’ self: you can be either a leader or a follower, for 
example, or initiate change or resist it (Kramar & O’Neill, 1999). 
Self-image: an individual’s conception of his or her identity, personality, and worth as a 
person.  The ‘inner’ self: you can see yourself as a leader, or a motivator and developer of 
people, or simply a cog in the corporate machine; self-image is an issue for performance 
management only when it is expressed as an observable behaviour (Kramar & O’Neill, 
1999). 
 Co-operative education: a unique form of education that integrates classroom theory with 
practical, planned and supervised work experiences in the public and private sectors.  It 
allows students to acquire essential practical skills by being exposed to the reality of the 
working world, thus enhancing self-confidence and career direction.  Co-op is a 
partnership among students, educational institutions and employers with specific 
responsibilities for each party (Dobbelstein & Taylor, 2004).   18
Chapter 2:  Literature Review 
 
2.1 Introduction  to  the literature review 
As the main purpose of this study is to explore the effectiveness of the Co-operative 
education programmes for developing students’ awareness of the importance of generic 
competencies required by graduates entering the workplace, it seems to be useful to 
address the theoretical underpinnings of Co-operative education programmes.  In other 
words, why Co-op programmes are considered more effective than traditional 
programmes; constructivism and social constructivism as theoretical challenges to more 
traditional forms of learning.  In this chapter, the researcher introduces the definitions of 
competencies and skills; their two kinds (soft and hard), and how these are valued 
differently as more or less important within the literature.  The chapter also expresses 
approaches to learning in Higher Education, and how they relate to competency 
development in ‘Co-op’ programmes. 
2.2  Critical review of the theoretical underpinning of Co-operative education 
programmes 
According to Stanton (1988), Education plus Work equals Co-op, which is short for Co-
operative education, a programme that links the classroom with the workplace to provide 
an education with career relevance.  Stanton sees that Co-op builds on the partnership 
between students, schools, and employers.  All share the responsibility to make the 
programme work; all benefit from its successes.  
 
Co-operative education may be seen as the close cooperation between both higher 
education institutions and the world of work (Dobbelstein & Taylor, 2004)  
 
Co-operative Education was developed in 1906, at the University of Cincinnati by an 
engineering faculty member Herman Schneider (University of Cincinnati, 2004).  
However, according to Groenewald (2003), the origins of Co-operative education can be 
traced back to the training for the building of the pyramids in Egypt.     19
The term Co-operative education may have originated in the USA, but the concept or idea 
did not.  The practice of cooperative education can be traced back to 1903 in Northern 
England where what was called a ‘sandwich education programme’ was introduced at 
Sunderland Technical College and even in other parts of the world, such as India and South 
Africa (Groenewald, 2003, 2004). 
 
Co-operative education is, however, well documented in the United States.  In 1909, 
Northeastern University began using Co-op in their engineering programme, becoming the 
second institution to do so in the country.  By 1919, Antioch College had adapted the Co-
op practices for their liberal arts curricula.  In 1922, Northeastern University emphasised 
its commitment to Co-op by extending it to the College of Business Administration.  As 
new colleges opened at Northeastern, such as the College of Liberal Arts (1935) and 
College of Education (1953), they became Co-op schools as well.  By the 1980s, 
Northeastern was the acknowledged leader in Co-op education across the world, a 
distinction that remained throughout the 1990s (K 12 Academics, 2008).   
 
It was called “Co-operative Plan of Education” because it emphasized cooperation between 
both educators and employers.  Co-operative education is a unique form of education that 
integrates classroom theory with practical, planned and supervised work experiences in the 
public and private sectors.  It allows students to acquire essential practical skills by being 
exposed to the reality of the working world, thus enhancing Self-confidence and career 
direction.  Co-op is a partnership among students, educational institutions and employers 
with specific responsibilities for each party.  Co-operative education typically occurs when 
a learner is placed into the actual working environment by a higher education institution - 
developing a project for industry while studying towards a degree (Dobbelstein and Taylor, 
2004 and Taylor, 2002).  Previously, the focus on Co-op as work-based learning has been 
in finding the means to improve the effectiveness of formal learning.  Today the concern is 
seen at work itself that it is supported with adequate contents and methods which allows 
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2.2.1  Constructivism and Social Constructivism 
This is a very important subject to be discussed in this study, as the basis for Co-operative 
learning is founded in constructivist theory.  According to constructivism, knowledge is 
discovered by students and transformed into students’ concepts.  It is again reconstructed 
and expanded through new learning experiences (Panitz, 1997).   
Constructivism, now widely favoured as a way of understanding teaching and learning 
environments, also raises questions about the worth and validity of different kinds of 
knowledge and knowing (Cullen, et al., 2002).  
Constructivism is a theory about how we come to know what we know (Llewellyn, 2005).  
The foundation of it, according to Llewellyn, is that children, adolescents, and even adults 
construct or make meaning about the world around them based on the context of their 
existing knowledge.  Llewellyn explained the nature of learning in ‘Constructivism’.  He 
said “We do this by reflecting on our prior experiences”.  In this way, each of us 
“constructs” our own mental models, or schema, as we activate our experiences to develop 
new conceptual structures.  In a constructivist point of view, the learner is constantly 
filtering incoming information based on his or her existing conceptions and preconceived 
notions to construct and reconstruct his or her own understanding.  Thus, the meaning of 
“knowing” is an active, adaptive, and evolutionary process.  Co-operative education 
programmes can facilitate the acquisition of cognitive, social or communicative 
competencies in student participants.  Students in work situations are paying attention to 
the problem which has to be solved, not to the fact which they are learning, as it is 
common in the traditional education at school.  This means that the constructivist 
perspective is distinct from behaviourism, which was introduced (1913) by the American 
psychologist John B. Watson.  It is built on the premise that learning is an acquisition or 
change in observable behaviour initiated through stimuli and responses.  This way of 
learning is considered useful when applying positive and negative reinforcements, but it 
does not account for the cognitive aspect of learning.  Objectivism, occasionally paired 
with behaviourism, presumes that all knowledge exists externally and independently from 
the learner, and that learning consists of imparting that body of knowledge from one 
person to another.  Contrary to behaviourists’ and objectivists’ views, constructivists do 
not agree with the idea that students “absorb” information from the teacher, nor do   21
constructivists believe that knowledge is imparted, acquired or transmitted from one 
individual to another.  Constructivists believe that learning is self–regulating and socially 
mediated as the student actively engages, interacts, and operates within the confines of his 
or her environment.  Learning, to the constructivist, is focused on cognitive, not 
behavioural, processes.   
Constructivism has had a long history in American education, influenced by the 
deveolpmentalist notions of 18th century French philosopher Jacques Rousseau and, later, 
the theories of John Dewey, G. Stanley Hall, and Arnold Gesell (Stone, 1996, as cited in 
Matthews, 2003).   
In Dewey’s philosophy of constructivism, truth and logic are instruments used by people to 
solve problems.  These instruments must change as human problems change.  For Dewey 
(1916), there is no objective, eternal truth and no need for the rote memorisation that was 
the hallmark of American schools in the early 1900s.  Education is not an affair of 'telling' 
and being told, but an active and constructive process (Simon, 1999).  The workplace as a 
real learning environment can provide a great deal of meaning, which helps student 
participants in the Co-op to be aware of the importance of generic competencies required 
by employers, and develop them continually.  However, Matthews (2003) sees 
constructivism as applied to education as a relatively recent phenomenon primarily derived 
from the work of Swiss developmental psychologist Jean Piaget (1973) and Russian 
psychologist Lev Vigotsky (1978). 
Galloway (2001) stated that the work of Lev Vygotsky and other developmental 
psychologists has become the foundation of much research and theory in developmental 
cognition over the past several decades, particularly of social development theory.  
Galloway sees that Vygotsky's theories stress the fundamental role of social interaction in 
the development of cognition, and he believed strongly that community plays a central role 
in the process of making meaning.   
Vygotsky's theory has been applied to children.  However, it would seem that application 
of this theory could extend to adult learning as well (Sheerer, 1997).   22
In order to understand Vygotsky's theories on cognitive development, two of the main 
principles of Vygotsky's work must be understood: the More Knowledgeable Other (MKO) 
and the Zone of Proximal Development (ZPD). The MKO is somewhat self-explanatory; it 
refers to someone who has a better understanding or a higher ability level than the learner, 
with respect to a particular task, process, or concept. Although the implication is that the 
MKO is a teacher or an older adult, this is not necessarily the case.  Many times, a child's 
peers or an adult's children may be the individuals with more knowledge or experience.  
Galloway argued that the MKO need not be a person at all.  He justified that by saying that 
some companies, to support employees in their learning process, are using electronic 
performance support systems.  He mentioned that electronic tutors have also been used in 
educational settings to facilitate and guide students through the learning process. Galloway 
sees that the key to MKOs is that they must have (or be programmmed with) more 
knowledge about the topic being learned than the learner does.   
Vygotsky (1978) defines the ZPD as the distance between the "actual developmental level 
as determined by independent problem solving and the level of potential development as 
determined through problem solving under adult guidance or in collaboration with more 
capable peers" (p. 86).  Vygotsky believed that when a student is at the ZPD for a 
particular task, providing the appropriate assistance (scaffolding) will give the student 
enough of a "boost" to achieve the task. Once the student, with the benefit of scaffolding, 
masters the task, the scaffolding can then be removed and the student will then be able to 
complete the task again on his own.   
Scaffolding is term derived from Vygostky’s theories on learning.  Based on the idea that 
individual learners have a ‘zone of proximal development’ – a bounded margin in which 
what they can learn in a particular timeframe is limited.  Scaffolding refers to the supports 
the teacher provides to help the learners carry out a task.  It may for instance require a 
teacher to carry out parts of the overall task that the learner cannot yet manage.  It involves 
a kind of co-operative problem-solving effort by teacher and learner in which the express 
intention is for the learner to assume as much of the task as possible on his or her own, as 
soon as possible.   23
Theories of ‘constructivist’ learning reveal that students are not the only players in their 
own learning.  They build their own understanding from various sources and make this 
learning a very personal construct.  The assistance provided to students from teachers in 
educational institutions and supervisors in the Co-op programmes represents the role of 
what Vygostky called ‘more knowledgeable other’ (MKO) in this study. 
Constructivist teachers create classroom conditions that invite students to construct their 
own knowledge by determining students' prior knowledge and building on it.  They are 
facilitators who mediate between learners' current and emerging understandings.  Students 
also during their Co-op training construct their own understanding and knowledge of the 
workplace, through experiencing things and reflecting on those experiences. 
Constructivism modifies the role of the teacher so that teachers help students to construct 
knowledge rather than reproduce a series of facts.  The constructivist teacher provides tools 
such as problem-solving and inquiry-based learning activities so that students can 
formulate and test their ideas, draw conclusions and inferences, and convey their 
knowledge in a collaborative learning environment.  The teacher must understand the 
students' pre-existing conceptions and guide the activities to address this knowledge and 
then build on it.  Constructivist teachers encourage students to assess how the activity is 
helping them gain understanding.  By questioning themselves and their strategies, students 
become expert learners as they learn how to learn.  The students then have the tools 
necessary to become lifelong learners.  In IPA’s Co-op, a supervisor assigned by the 
organisation plays the role of the teacher, guides the student's work and helps the student 
fit into the organisation, is close to him to answer his questions and provide all the support 
he needs during work.  However, the student can get the assistance he needs from the 
people he works with, and the facilities provided in the work environment.  This support 
can help students to dress and to conduct themselves according to the standards of the 
employer, and understand the importance of competencies required for the workplace.   
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2.2.2  Conceptions of attributes and competencies and their relationship to Co-op 
programmes 
The concept that students develop generic attributes through education and that these 
should be measured and reported has become a worldwide phenomenon in the past ten 
years.  It has developed as the result in part of three major trends:  
•  The increasing perspective that education is a lifelong development.  
•  A greater focus on the direct relationship between education and training and the 
employment of graduates.  
•  The development of outcome measures of education and training which in 
universities has arisen out of the quality improvement movement and its focus on 
measurable outcomes as a means of judging the efficacy of the education process 
(Cummings, 1998). 
Universities need not only to create opportunities for students to develop graduate 
attributes in generalist degrees; they should also impress on students the relevance of these 
attributes to their careers.  Students need to develop an awareness of graduate attributes 
and their relevance early in their studies so that they can take full advantage of 
opportunities for developing them in the curriculum, as well as in extracurricular activities 
and employment experience (Brawley, Jensen, Kofod and Whitaker 2003).  This is more 
likely to occur in a curriculum underpinned by constructivist notions of learning.   
General Definitions of Competency 
To understand the competencies focused on for this thesis, one has to be aware that 
defining what competencies ‘are’ has become increasingly problematic.  Different authors 
argue for divergent stances.  For example, Bourse et al. (2002) reported that the concept of 
competency is commonly associated with other concepts such as knowledge, skill, ability, 
know-how, experiment, aptitude, capacity, personality feature, behaviour, etc.  Bourse and 
his colleagues argued that the analysis of the literature allows making explicit three 
fundamental characteristics of competency concept: the resources, the context and the   25
objective.  Bourse et al. (2002) also reported that competency resources are structured into 
categories and sub-categories. They suggested three fundamental categories of resources.  
These are: knowledge, know-how, and behaviours. 
Knowledge is something which we acquire and store intellectually.  It concerns everything 
that can be learned in the education system.  Knowledge could be theoretical or practical.   
Know-how is related to personal experience and working conditions, and is acquired by 
doing, by practice.  Bourse et al. (2002) see ‘know-how’ as a synonym for skills.  Thus, 
they are used to perform the task in its routine or familiar situations.   Skills are not enough 
to ensure success in non-routine or unfamiliar circumstances nor to distinguish the superior 
performance.    
Bourse et al. (2002) see both knowledge and know-how (skills) as being equally important; 
as they grow together so the competency of the individual grows. 
The third resource of competency is ‘behaviours’. These (as defined by Bourse et al., 
2002) are individual characters (or characteristics) which lead someone to act or react in a 
certain way under certain circumstances.  Bourse et al. (2002) argued that behaviours often 
condition the way knowledge and know-how (skills) are put into practice, as this category 
includes human traits, qualities and attitudes such as: initiative, creativity, self-confidence, 
communication, etc. 
Bourse et al. (2002) stated that competency always comes out with reference to a given 
context.  They argued that the competency context can be restricted to a station or to a 
system and its external environment.   
The objective of a competency is a goal, which is reached by accomplishment of one or 
more missions or tasks.  
Kanungo and Misra (1992), however, have defined skill as the ability or capability to 
engage in specific behaviours, including overt behaviours and cognitive activities, to 
accomplish specific routine tasks.  On the other hand, competency was the ability to 
engage in nonroutine cognitive and intellectual activities.  Kanungo and Misra added that 
skills are learned from training and experience.  In contrast, competencies are used to cope   26
with uncertainty in the environment.  Competencies are transferable across a wide array of 
situations, and are generic in that they apply to many different types of jobs. 
From the review of the literature, Hoffmann (1999) has mentioned three main positions 
taken toward a definition of the term competency as the following: 
1.  Observable performance, citing Boam and Sparrow, 1992; Bowden and 
Masters, 1993. 
2.  The standard or quality of the outcome of the person's performance, citing 
Rutherford, 1995; Hager et al., 1994. 
3.  The underlying attributes of a person, citing Boyatzis, 1982; Sternberg and 
Kolligian, 1990. 
There are further various definitions of competency reported in the literature.  Spencer & 
Spencer (1993) define competency from an industry view point, as an underlying 
characteristic of an individual that is causally related to criterion-referenced effective 
and/or superior performance in a job or situation.  UNIDO (2002) sees competency in a 
similar manner, in which competency is a set of skills, related knowledge and attributes 
that allow an individual to perform a task or an activity within a specific function or job.  
Parry (1998) does not go far in defining competency.  He looks on it as a cluster of related 
knowledge, attitudes, and skills that affects a major part of one’s job.   
 
Hauenstein (2000) had a wider view for the concept.  He defined competency as a category 
or grouping of related behaviours/activities, sorts of knowledge, technical skills, or 
motivations, which represent the behavioural, technical, and motivational requirements for 
successful performance in a given role or job.  They are not the requirements for the 
perfect person or exceptional performer, nor are they a description of personal traits.  
 
Clearly, researchers’ efforts in integrating competency's terms and definitions (Lin, 2005) 
have resulted in many definitions of competency.  It has been defined in the literature from 
several perspectives.  It was originally used in the field of education to describe trainee 
teacher behaviours (Bowden and Masters, 1993) and became widely known in the   27
management field through the work of Boyatzis (1982).  A review of the literature by 
Burgoyne (1993) as cited in (Hoffmann, 1999; Lin, 2005) shows that a variety of scholars 
and practitioners have used the term, each with their own meanings: 
•  Psychologists were concerned with the concept as a measure of ability 
(Sternberg and Kolligian, 1990) and whether the observable performance of a 
person represented his/her underlying traits or capacity. 
•  Management theorists applied a functional analysis to define how 
organisational goals were to be best achieved through improved individual 
performance (Burgoyne, 1993). 
•  Human Resource Managers viewed the concept as a technical tool to 
implement strategic direction through the tactics of recruitment, placement, 
training, assessment, promotion, reward systems and personnel planning 
(Burgoyne, 1993). 
•  Educationists attempted to relate the idea of work preparation and professional 
recognition with that of a broad education. (Bowden and Masters, 1993). 
•  Politicians including those involved in the political process such as Trade 
Unions, employer groups and political parties, particularly in the U.K. and 
Australia, have used the concept as means of improving the efficiency of the 
labour market. 
However, from the literature available, the definition of the competency concept seems to 
converge towards the following definition: competency is the effect of combining and 
bringing into play its resources (i.e. knowledge, know-how, and behaviours) in a given 
context to achieve an objective or fulfill a specified mission (Le Boterf,1997; Levy-
Leboyer, 1996, as cited in Bourse et al., 2002). 
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2.2.2.1 Employability, Competency and Capability 
In today's labour market, having a degree does not guarantee a well-paying job or perhaps, 
any job at all.  To gain employment in a particular field an individual needs to give more 
attention to employability competencies.   
Knight and Yorke (2003) define employability as a set of achievements, understandings 
and personal attributes that make individuals more likely to gain employment and be 
successful in their chosen occupations.  Most of these achievements, understandings and 
personal attributes are not just important for employment – they are essential for academic 
development within the university and for day-to-day life beyond.  Because employability 
is a lifelong learning, it helps an individual to ensure both qualification and competencies 
meet changing demands in the workplace.  
There are some different views of terms such as competency and capability in the 
literature.  Stephenson (1997) sees capability as the integration of knowledge, skills, 
personal qualities and the ability to learn to deal effectively with familiar and unfamiliar 
situations or tasks.  Stephenson states that competency delivers the present based on the 
past, while capability imagines the future and helps to bring it about.  Competency is about 
dealing with familiar problems in familiar situations (Hodges & Burchell, 2003).     
However, Rudman (1995) similarly views capability as a precursor to competency, where 
an individual has the capability to perform a specific task because he or she possesses the 
necessary knowledge and skills, but may not become fully competent in the task until he or 
she gains some experience. 
This seems to be a fundamental difference in understanding and defining the terms 
capability and competency in the literature.  Hodges & Burchell (2003), for example, used 
the term competency to include capability and characteristics (such as knowledge, 
technical skills and personal qualities) that an individual may utilize in performing tasks or 
actions in unfamiliar as well as familiar situations.  Thus, Hodges & Burchell seen to agree 
with Rudman’s analysis of competency and capability.  However, Fraser and Greenhalgh 
(2001) see competency as what ‘individuals know or are able to do in terms of knowledge, 
skills and attitudes’. They define capability as the ‘extent to which an individual can apply,   29
adapt and synthesise new knowledge from experience and so continue to improve their 
performance’, thus appearing to take the Stephenson viewpoint. 
In this study, a competency is considered as a set of knowledge, know-how (skills), 
behaviours used in a given context to achieve an objective or fulfil a specified mission to 
the expected standard in familiar and unfamiliar situations.  The standard expected will 
vary with experience and responsibility and take into account the need to keep up to date 
with changes in practice (Eraut, 1998).  It is used to cope with uncertainty in the 
environment, while a skill is used to perform the task in its routine or familiar situations.  
Capability is not discussed further in this study. 
2.2.2.2 Definitions of Generic Competencies 
It is important to state here that the literature is unclear abut the definitions of skills and 
competencies (Grant, 2006).  Cooper, Robertson, and Tinline (2003) have confirmed that 
there is no commonly accepted definition of a competency and almost all of the 
competencies given in typical generic or organisation-specific systems are capable of being 
interpreted in several different ways and are not linked clearly to specific acts.  Cooper, 
Robertson, and Tinline added that even more thoughtful writers who deal with 
competencies seem to be uncertain about whether they are dealing with behaviour, 
predispositions to behave, skills, knowledge or some combination of many of these 
concepts. 
Key competencies are thought to be generic in the sense that they underpin (and facilitate) 
the acquisition of more specific competencies (Hager, 1996).  
Generic competencies can be defined as a combination of competencies providing a strong 
basis for further learning.  This indicates that the term generic competencies includes more 
than just learning abilities in a strict sense (Heijke, Meng & Ris, 2003). 
Kearns (2001) like many authors used the term “generic skills” and defined it as the skills 
which can be used across a large number of different occupations.  They include the key 
competencies but extend beyond these to include a range of other cognitive, personal and 
interpersonal skills, which are relevant to employability.  Curry & Sherry (2004) have   30
stated in their introduction that generic skills are transferable skills, and they can be 
described as “skills developed in one situation which can be transferred to another 
situation” (p.7).  Yorke (2004) sees transferable skills as a key component of students’ 
employability, where employability is defined as: a set of achievements – skills, 
understandings and personal attributes – that make graduates more likely to gain 
employment and be successful in their chosen occupations, which benefit themselves, the 
workforce, the community and the economy (Yorke, 2004, p.7).  Transferability of the 
generic competencies and skills is about the capacity of each workplace to utilise and 
develop the competencies and skills of the employees (Hager, Athanasou, and Gonczi, 
1994). 
Generic skills are known – worldwide – by a number of terms, one of them is “key 
competencies” or “generic competencies”.  (See terms used in various countries to describe 
generic skills in Table 2). 
Table 2.  Terms used in various countries to describe generic skills   
Country  Description 
United Kingdom  Core skills, key skills, common skills 
New Zealand  Essential skills 
Australia Key  competencies,  employability skills, generic skills 
Canada Employability  skills 
United States  Basic skills, necessary skills, workplace know-how 
Singapore  Critical enabling skills 
France Transferable  skills 
Germany Key  qualifications 
Switzerland Trans-disciplinary  goals 
Denmark  Process independent qualifications 
 NCVER (2003), page 2. 
The previous definitions of generic skills seem to equate to generic competencies.  
However, in this study, generic competencies are different from generic skills.  Our 
understanding of generic skills is those skills which can be moved to another situation or 
occupation as a basic to perform a specific job or part of a job, in its routine situation.     31
Tranter & Warn (2003) found general arts and science courses facing the challenge of 
enrolments numbers shifting to vocationally specific courses such as management-related 
courses.  They argued that as generic competencies underpin the continued relevance of a 
balanced and liberal education in higher education, graduates should develop a whole 
range of generic competencies rather than a subset.  This finding gives more emphasis to 
co-operative education to do so, as liberal education needs social environment to apply the 
theoretical ideas and gain valuable experience. 
2.2.2.3 Competency Domains  
Birkett (1993) classified competencies into two categories, cognitive and behavioural, and 
suggested that attributes which are drawn on to perform tasks competently consist of 
cognitive skills, such as technical knowledge, skills and abilities - such skills being a 
function of the job requirements.  Behavioural skills, on the other hand, are built up from 
personal characteristics such as principles, attitudes, values and motives.  These skills, in 
contrast to cognitive skills, are a function of an individual’s personality.  Derouen and 
Kleiner (1994) divide competency into technical, human and conceptual components.  
They further divide the technical component into professional and managerial elements 
and expand the conceptual category to include mental competency, which consists of the 
ability to identify and solve problems, to memorise and create, for example. 
Siriwaiprapan (2000) (as cited in Lin, 2005) found that an employee’s competencies in the 
workplace could group into five common domains of an individual development: self, 
social, organisational, cognitive, and job competency.  Siriwaiprapan said that the self-
competency domain represents employees' beliefs, attitudes, values, and personality 
characteristics.  The social competency domain represents basic abilities for social 
interaction and communication.  The organisational competency domain represents 
organisation-specific knowledge, such as business types, organisational cultures, policies, 
procedures, goals and objectives, and etc.  The cognitive competency domain represents 
the ability to learn and to perform analytical thinking, planning, and problem solving, 
which enable an individual to take responsibility for handing contingencies that may arise.  
Finally, the job competency domain represents the knowledge, theory, methods, and skills 
to perform a specific job in an efficient way.    32
2.2.2.4 Hard and soft competencies 
Bourse et al. (2002) defined hard and soft competencies as the following: 
Hard Competencies identify the basic (and generally technical) resources which are 
required to perform an activity.  These resources are generally expressed in terms of 
Knowledge, Skills and Abilities (KSA). 
Soft Competencies correspond to personal behaviours, personal traits and motives.  
However, hard and soft is a common classification of skills used in the literature.   
Hard skills are skills associated with technical aspects of doing jobs and usually include the 
gaining of knowledge (Page, Wilson, & Kolb, 1993).  Hard skills are mostly cognitive in 
nature.  Spencer & Spencer (1993) perceived technical skills and knowledge as 
‘Threshold’ competencies as a description of their necessity to an individual to perform a 
job with a minimum level of effectiveness (p.15).  Hard skills are basically equivalent to 
cognitive skills as categorised by Birkett (1993).   
Soft skills are skills often referred to as interpersonal, people, or behavioural skills, and 
place more emphasis on personal behaviour and managing relationships between people. 
Soft skills are primarily affective or behavioural in nature, and have been associated with a 
person's Emotional Quotient (EQ) (Caudron, 1999; Kemper, 1999; McMurchie, 1998).  
Kemper reported that EQ is regarded as a blend of innate characteristics and 
human/personal/interpersonal skills.  Caudron has stated that as emotional intelligence can 
have a significant impact on the work output; employers would be willing to help 
employees develop the competencies that contribute to EQ.  He added that employers may 
be going about it the wrong way.   
There is increasing emphasis in the literature on the importance of soft competencies, 
which are seen as complementary to hard competencies and are required for success in the 
workplace (Ashton, 1994; Caudron, 1999; Georges, 1996; Mullen, 1997; Strebler, 1997).  
Superior performers are seen to have high EQ as well as high Intelligence Quotient (IQ) 
ratings (Kemper, 1999; McMurchie, 1998).  It is also suggested that there is a lack of   33
emphasis placed on the development of soft competencies by many educational institutions 
(Rainsbury, Weil, & Oyelere, 2002).  
It is common in the literature to use term ‘skill’ as a base of ‘competency’.   For example, 
Spencer & Spencer (1993) states that superior performers are not distinguished only by the 
technical skills, but by the demonstration of certain motives, values, traits and attitudes, in 
other words, by appearance of good behavioural skills in addition to their technical ability.  
However, it is common for employers to neglect the development of soft competencies 
because of the difficulty in their measurement, or difficulty in demonstrating a link 
between them and desired work outcomes (Zegwaard & Hodges, 2003; Arnold, & Davey, 
1994; Mullen, 1997).  Another reason businesses may be unwilling to place emphasis on 
the development of soft competencies, is that these competencies are seen to be more 
difficult to develop than hard or technical competencies (Caudron, 1999).  However, career 
improvement requires more than the specialized knowledge and the technical competencies 
of one’s job (Bandura, 1986).  Forfás (2003) (as cited in Curry & Sherry, 2004) stated that 
there is a need for Irish higher institutions to address soft skills development for students.  
It also recommended that the development of soft skills should form an explicit and 
integral part of the national policy agenda.  The consideration of the importance of soft 
competencies has recently become phenomenon.  Dorsey (2004) says: 
“These are hard times, we need soft skills if we are to survive and thrive in the times 
that are here now and the times to come”. (p. 19). 
In this study, hard competency is considered as a set of resources (knowledge, know-how 
(skills), behaviours) in a given context to achieve a technical or cognitive objective to the 
expected standard in familiar and unfamiliar situations.  Soft competency is a set of 
resources (knowledge, know-how (skills), behaviours) in a given context to achieve an 
interpersonal, people, or behavioural objective to the expected standard in familiar and 
unfamiliar situations. 
2.2.2.5 Dictionary of Competencies and Links to Other Competencies 
Spencer & Spencer (1993) identified a set of generic competencies that they claim account 
for 80-95% of the distinguishing features of superior performers in technical and   34
managerial positions.  These competencies, listed in Appendix 1, form the basis for this 
study. 
In this section, the researcher presents descriptions for these competencies and the other 
additional competencies added for this study.  The links of the competencies to other 
competencies were included in the work of Spencer & Spencer, and it was considered 
important to give more clarity to the competencies’ concepts.  Table 3 shows the 31 
competencies used for this study and their descriptions and links to other competencies. 
Table 3. Competencies used for the study and descriptions and links to other 
competencies* 
Competency  Description  Links to Other Competencies  
1. Achievement 
orientation 
Task accomplishment, seek results, 
innovation, competitiveness, impact, 
standards, efficiency 
Initiative, information seeking, 
analytical or conceptual thinking, 
and flexibility. 
 
2.  Concern for order, 
quality and 
accuracy 
Monitoring, concern for clarity, 
reduce uncertainty, keeping track 
Achievement orientation, 
directiveness, developing others, 
and analytical thinking. 
  
3. Initiative    Persistence, not giving up easily, 
Seizing opportunities 
Achievement orientation, impact 
and influence on others, 
relationship building, technical 
expertise, customer service 
orientation, developing others, and 




Getting information from many 
sources 
Initiative, conceptual thinking, 
analytical thinking, interpersonal 
understanding, technical expertise, 
customer service orientation, and 




Empathy, listening, sensitivity to 
others, diagnostic understanding, 
awareness of others feelings 
Information seeking, impact and 
Influence on others, customer 
service orientation, developing 
others, organisational awareness, 
teamwork and cooperation, 
relationship building, initiative, and 
flexibility.  
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6. Ability  and 
willingness to 
learn 
Desire and aptitude for learning, 
learning as a basis for action. 
Initiative, technical expertise, 
information seeking, achievement 
orientation, relationship building, 
interpersonal understanding, 
teamwork and cooperation, 
flexibility, organisational 
awareness, self-confidence, 
problem solving, energy & passion 
computer literacy, and attendance 
and timekeeping.  
 
7. Customer  service 
orientation 
Making extra efforts to meet 
customer needs, discovering and 
meeting customer’s underlying needs, 
following on questions, requests, 
complaints 
Information seeking, interpersonal 
understanding, initiative, 
achievement orientation, conceptual 
or analytical thinking, technical 
expertise, and relationship building. 
 
8. Impact  and 
Influence on 
others 
The intention to persuade others in 
order to have a specific impact or 
effect on them 
Interpersonal understanding, 
organisational awareness, analytical 
or conceptual thinking, flexibility, 
initiative, relationship building, 
developing others, teamwork and 




Understanding the power 
relationships in the organisation or in 
other organisations (customers, 
suppliers, etc.)  
Information seeking, relationship 
building, impact and influence on 
others, teamwork and cooperation, 




Working to build or maintain 
friendly, warm relationships or 
networks of contacts with people who 
are, or might someday be, useful in 
achieving work-related goals 
Interpersonal understanding, impact 
and influence on others, initiative, 
and customer service orientation.  
 
 
11. Developing others   A genuine intent to foster the learning 
or development of the others and an 
appropriate level of need analysis are 
implied in each positive level of 
Developing Others. 
Interpersonal understanding, 
conceptual thinking, achievement 
orientation, and initiative.  
 
 
12. Directiveness  Assertiveness, decisiveness, use of 
power, taking charge, firmness of 
standards, group control and 
discipline 
Achievement orientation, impact 
and influence on others, self-
confidence, and initiative.  
 
13. Teamwork and 
cooperation 
Fostering group facilitation and 
management, conflict resolution, 
motivating others, creating a  good 
workplace climate 
Interpersonal understanding, impact 
and influence on others, and self-
confidence.  
 
14. Team leadership   The intention to take a role as leader 
of a team or other group, being in 
charge, vision, concern for 
subordinates, build sense of group 
purpose, group motivation 
Impact and influence on others, 
achievement orientation, 
relationship building, and 




Understanding a situation by 
breaking it apart into smaller pieces, 
reasoning, practical intelligence, 
planning skills, problem analysing, 
systematic 
Information seeking, initiative, 
impact and influence on others, 
customer service orientation, 
technical expertise, and 
achievement orientation.   36
16. Conceptual 
thinking 
Understanding a situation or problem 
by putting the pieces together, Pattern 
recognition, insight, critical thinking, 
problem definition, can generate 
hypotheses, linking 
Information seeking, initiative, 
impact and Influence on others, 
customer service orientation, 




Job related technical knowledge and 
skills, depth and breadth, acquires 
expertise, donates expertise 
Information seeking, analytical 
thinking, conceptual thinking, 
achievement orientation, impact 
and influence on others, and team 
leadership.  
 
18. Self-control  Stamina, resistance to stress, staying 
calm, high Emotional Quotient, 
resisting temptation, not impulsive, 
ability to calm others 
Directiveness, impact and influence 
on others, and teamwork and 
cooperation. 
 
19. Self-confidence  Strong self concept, internal locus of 
control, independence, ego strength, 
decisiveness, accepting responsibility 
Supports the continued and 
effective use of all competencies.  
 
20. Flexibility  Adaptability, ability to change, 
perceptual objectivity, staying 
objective, resilience, behaviour is 
contingent 
Interpersonal understanding, 
customer service, impact and 





Align self and others to 
organisational needs, business 
mindedness, self sacrifice 
Conceptual thinking, flexibility, 
and self-confidence.  Oranisational 
commitment generally, does not 
support specific competencies: It 
makes the connection between the 
individual’s efforts and the 
organisation’s needs.  
 
22. Problem solving   Actively solving identified problems, 
carrying on through to completion 
Needs effective use of all 
competencies, and supports the 
continued and effective use of 
them.  
 
23. Personal planning 
and organisational 
skills  
Ability to organize self and others, 
effective time management, 
organizing and completing tasks 
effectively and efficiently 
Organisational awareness, technical 
expertise, achievement orientation, 
impact and influence on others, 
relationship building, technical 
expertise, customer service 
orientation, developing others, and 
team leadership.  
 
24. Energy & passion   A positive ‘can-do’ attitude, high 
energy levels, enthusiasm, pro-active, 
strong drive 
Achievement orientation, impact 
and Influence on others, 
relationship building, technical 
expertise, customer service 
orientation, developing others, and 
team leadership.  Energy & passion, 
in general, supports the continued 
and effective use of all 
competencies.  
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25. Computer literacy   Ability to operate a number of 
packages, having information 
management awareness 
Information seeking, technical 
expertise.  Computer literacy has 
become vital in all jobs, and 
supports the continued and effective 




Relevant skills/appropriate use of: 
emails, internal memos, internal and 
external reports, letters to clients 
Information seeking, customer 
service orientation, relationship 
building, and technical expertise.  
Written communication has become 
essential in all jobs.  
 
27. English language 
(overall)  
Proficiency in spoken and written 
English 
Information seeking, customer 
service orientation, relationship 
building, and technical expertise.  
English language has become 
essential in the workplace 
nowadays.  
 
28. English language 
(writing) 
Writing messages/files notes legibly 





29. English language 
(speaking) 
Speaking clear English, using tactful 





30. Attendance, and 
Timekeeping 
Coming to work and leaving on time 
(punctuality), investing time to 
benefit the organisation 
Achievement orientation, impact 
and influence on others, technical 
expertise, customer service 
orientation, developing others, and 
team leadership.  
 
31. Confidentiality at 
work 
Using organisation information 
appropriately; (keeping private 
information that could negatively 
affect the organisation) 
Impact and influence on others, 
relationship building, technical 
expertise, and team leadership.  
 
•  These Competencies are based on the model of Spencer & Spencer features of superior performers 
1993 (Competencies 1-20) and other literature, (Meade & Andrews, 1995; Sweeney & Twomey, 
1997; Rainsbury, Hodges, Burchell & Lay, 2002; Hodges & Burchell, 2003) (Competencies 21-26) 
+ five additional competencies added for this study (Competencies 27-31). 
2.2.2.6 UK and US perspectives in Definition of Competencies 
The literature explores differences in the conceptualisation of competencies between the 
USA and the UK.  Garavan & McGuire (2001) provided a profile of a conceptualisation of 
the differences.  They have stated that the USA perceives competency to be related to the 
individual and whether he/she possesses the skills and knowledge to perform a specific job 
or role. The UK approach is arguably broader and the perception of competencies is not 
only related to the attributes of job-holders, but also refers to a range of guidelines and 
personal effectiveness issues required to get a job done.    38
Garavan & McGuire noted that within the UK approach, competencies are viewed as 
standards for job functions and professions, whereas, in the US approach, the behaviour of 
excellent performers is considered the basis for the development of tests of relevant 
competencies.  Generally, both UK and US perspectives view competencies as being 
related to characteristics of individuals.  The European perspective on competencies is 
similar to that adopted in the UK.  Orstenk (1997) & Oliveara-Rees (1994) suggest, for 
example, that in Germany competencies are conceptualised in terms of the capacity of 
individuals to perform within a function or a profession and the focus is therefore on the 
qualification or certification they receive.  Qualifications are viewed as denoting an official 
certification of knowledge, skill and attitude. 
Garavan & McGuire concluded that both UK and US approaches differ fundamentally in 
their pedagogical perspective and assumptions about the learning process.  The US 
approach places emphasis on a cognitive perspective of learning, whereas the UK and 
certainly the European variant place emphasis on a constructivist view of learning.  Both 
approaches offer alternative explanations of the context of competencies, their interaction 
with work and their measurement.  Cognitive approaches place a lot of emphasis on 
objective measurement, whereas constructivist approaches give emphasis to the subjective 
and motivational dimensions of competency. 
2.2.2.7 Competency Models  
This section presents two models which are very useful in understanding the nature of an 
individual’s competencies in order to go forward to develop them by training.   
For this thesis, a model is defined as ''an imitation or an abstraction from reality that is 
intended to order and simplify our view of that reality while still capturing its essential 
characteristics" (Forcese & Richer, 1973). 
Iceberg Model of Competency 
The Iceberg Model of competency has important implications for workplace learning 
(Garavan & McGuire, 2001).  Spencer and Spencer (1993) defined competency as “an 
underlying characteristic of an individual that is causally related to criterion-referenced   39
effective and/or superior performance in a job or situation”. (P. 9).  The underlying 
characteristic includes five types of competency characteristics; those are “motives, traits, 
self-concept, knowledge, and skills” (p. 9-10).  
Motives: the things a person consistently thinks about or wants that causes action. Motives 
‘drive, direct, and select’ behaviour toward certain actions or goals and away from others 
(McClelland, 1971 as cited in Spencer & Spencer, 1993, p. 9).  For example, achievement-
oriented people consistently set challenging goals, take personal responsibility for 
accomplishing them, and use feedback to do better. 
Traits: physical characteristics and consistent responses to situations or information.  For 
example, reaction time and good eyesight are physical trait competencies. 
Self-concept: a person’s attitude, values or self-image.  For example, self-confidence, a 
person’s belief that he or she can be effective in almost any situation. 
Knowledge: information a person has in specific content areas.  For example: a surgeon’s 
knowledge of nerves and muscles in the human body. 
Skill: the ability to perform a certain physical or mental task.  For example: a dentist’s 
physical skill to fill a tooth without damaging the nerve. 
According to Spencer and Spencer (1993), the type of level of a competency has practical 
implications for human resource planning.  They classified human competencies into two 
categories: visible and hidden competencies.  Knowledge and skill competencies tend to be 
visible and on the surface, while characteristics, like self-concept, trait, and motive 
competencies are more hidden and deeper, as they are closer to personality (See Figure 2).  
Garavan & McGuire (2001) went further in expressing the iceberg model.  They stated that 
knowledge and skills form the tip – at the bottom of the iceberg, the less visible elements 
of competencies exist and these control surface behaviours.  They added that the attributes 
include social role, self-image, traits and motives, and social role and self-image exist at a 
conscious level, whereas a person’s traits and motives lie further below the surface and 
closer to the core (See Figure 3).  Kramar & O’Neill (1999) define social role and self 
image as the following:   40
Social role: a pattern of individual behaviours that is reinforced by membership of a social 
group or organisation; this is the ‘outer’ self: you can be either a leader or a follower, for 
example, or initiate change or resist it. 
Self image: an individual’s conception of his or her identity, personality, and worth as a 
person.  The ‘inner’ self: you can see yourself as a leader, or a motivator and developer of 
people, or simply a cog in the corporate machine; self-image is an issue for performance 
management only when it is expressed as an observable behaviour. 
In the Iceberg model, motives, traits competencies and self-concepts are at the base of the 
personality iceberg and are more difficult to assess and develop. On the other hand, surface 
knowledge and skills competencies are relatively easy to assess and develop (Spencer and 
Spencer, 1993; Garavan & McGuire, 2001).  However, Garavan & McGuire have argued 
that it is likely that effective performance is driven by characteristics at the lower levels of 
the Iceberg. 
In this study, it seems clear that knowledge and skills, which are at the top level of the 
Iceberg, represent the hard type of competencies, while those attributes at the lower level 

















Figure 2. Iceberg model (Source: McClelland, 1971)  
   41
 
 




Necessary for top 










and lead to longer-
term success 
 
uch as behaviour, empathy, co-operation, inter-group development and 
trating and improving self-awareness.  The Johari model was called a ‘window’ based 
or perspectives are as follows: 
Johari Window Model 
The Johari Window model was called 'Johari' after combining the first names of Luft and 
Ingham, the inventors of this model in 1950s (Luft & Ingham, 1955).  Today the Johari 
Window model is especially relevant due to modern emphasis on, and the influence of, 
'soft' skills, s
interpersonal development.  The Johari Window model is a simple and useful tool for 
illus
on its four-square grid like a window with four panes. (An example is shown in Figure 4).  
The four Johari window ‘panes’ are called 'regions' or 'areas' or 'quadrants'.  Each contains 
and represents the information - feelings, motivation, etc – in terms of whether the 
information is known or unknown by the person, and whether the information is known or 
unknown by others in the team. The standard representation of  a Johari window shows 
each quadrant the same size.  However, the panes can be changed in size to reflect the 
relevant proportions of each type of 'knowledge' of a particular person in a given team 
situation.   
The four regions, areas, quadrants, 
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Open area, open self, free area, free self, or 'the arena' - what is known by the person about 
him/herself and is also known by others.  In the open area or the 'area of free activity', 
found information about the person - behaviour, attitude, feelings, emotion, knowledge, 
experience, skills, views, etc – known by the person ('the self') and known by the tea
('others').  The aim in any team is to develop the 'open area' for every member, 
when we work in this area with others we are at our most effective and productive and the
team is at its most productive too.  This is because it is the space where good 





from distractions, mistrust, confusion, conflict 
and misunderstanding. 
 
 thereby to increase the open area.  A funny example of this situation is my wife 
whom I told she snores.  She did not think she did, but I knew she did.  I told her that 
area, and I guess that she is 
appy to keep this secret even from herself.  
Hidden area, hidden self, avoided area, avoided self or 'facade' - what the person knows 
about him/herself that others do not know.  Relevant hidden information and feelings, etc, 
should be moved into the open area through the process of 'self-disclosure' and 'exposure 
process'.  
Unknown area or unknown self - what is unknown by the person about him/herself and is 
also unknown by others.  The unknown area can be reduced in different ways: by others' 
observation (which increases the blind area); by self-discovery (which increases the hidden 
area), or by mutual enlightenment - via group experiences and discussion - which increases 
the open area as the unknown area reduces. (See figure 4) 
 
Blind area, blind self, or 'blind spot' - what is unknown by the person about him/herself but
which others know.  The aim is to reduce this area by seeking or soliciting feedback from 
others and
because she always, during my sleep, asking me to turn to the other side as an attempt to 
stop my snoring.  My snoring is in my open area.  It is really known by both of us; 
therefore, I should try to solve this problem by going to the doctor as my wife 
recommended, or at least keep responding to her request to turn to the other side.  On the 
other hand, the fact that my wife snores is still in her blind 
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Figure 4. Johari Window (Luft & Ingham, 1955). 
 
Johari window model for new team member or member within a new team 
The open area is small for a new team member or member in a new team because others 
know little about the new person.  Similarly, the blind area is small because others know 
little about him/her.  The hidden or avoided area is a relatively large one, while the 
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Johari window model for established team member 
The open region for an established team member is large because others know a lot about 
him/her that he/she knows.  Through disclosure and receiving feedback the open area has 
expanded and at the same time reduced the sizes of the hidden, blind and unknown areas.  
Johari Window and Emotional Intelligence (EQ)   
Emotional Intelligence - EQ - is a relatively recent behavioural model, rising to 
prominence with Daniel Goleman's 1995 Book called 'Emotional Intelligence' (Goleman, 
1995).  The early Emotional Intelligence theory was originally developed during the 1970s 
and 80s through the work and writings of psychologists Howard Gardner (Harvard), Peter 
Salovey (Yale) and John Mayer (New Hampshire).  Emotional Intelligence is increasingly 
relevant to organisational development and developing people, because the EQ principles 
provide a new way to understand and assess people's behaviours, management styles, 
attitudes, interpersonal skills, and potential.  Emotional Intelligence is an important 
consideration in human resources planning, job profiling, recruitment interviewing and 
selection, management development, customer relations and customer service, and more.  
The British organisational Consultant, Aton Chapman, reported that Emotional Intelligence 
(EQ) has wider concept than Intelligence Quotient (IQ) (Businessballs.com, 2007).  It 
embraces:  
•  Understanding yourself, your goals, intentions, responses, and behaviour. 
•  Understanding others, and their feelings.  
 
These two integrated aspects of intelligence have an affective role in the operation of 
developing individuals' interpersonal competencies.  Arguably, educators and trainers in 
the Co-op workplace who have a high range of EQ will be more productive and successful.  
EQ can reduce stress for individuals and organisations, by decreasing conflict, improving 
relationships and understanding, and increasing stability, continuity and harmony.  
In applying the Johari Window concept to skills development in the IPA’s programmes, 
the students can be thought of as "self" while the teachers in classes and supervisors in the 
workplace are thought of as "others".    45
Building a relationship with another person requires both individuals to self-disclose. 
This can be difficult initially because there is always a threat that the other person may not 
like what is revealed and then reject us (Kamper, 2004).  This view might be accepted in 
relationships in general, but not between students and teachers.  In this situation, the 
teacher or trainer is ready to work with the student.  So, he/she is willing to hear from 
him/her to give him/her the required assistance.  Therefore, this should be made clear to 
the student by creating an environment that encourages self-discovery, and by promoting 
the processes of self-discovery, constructive observation and feedback among team 
members.   
Teachers and employers take responsibility for reducing the blind area - in turn increasing 
the open area - by giving sensitive feedback and encouraging disclosure.  Teachers and 
employers promote a climate of non-judgemental feedback, and group response to 
individual disclosure, and thus reduce fear.  This (scaffolding) from employers and 
teachers to students according to Vygotsky (1978) will give the student enough of a boost 
to be able to understand the task on his own.   
2.3  Approaches to learning in Higher Education and how they relate to 
competency development in Co-op programmes 
Higher education institutions around the world are required not only to continue to 
promote deep understandings of complex subject matter but also: 
•  To work with groups of students from a diversity of backgrounds; 
•  To give more attention to teaching, learning and assessment; and  
•  To support the development in students of a broad range of skills relevant to 
employment (Knight & Yorke, 2003).  
 
Knight & Yorke (2003) have also stated that higher education systems should be 
accountable for the quality of the educational experiences that they offer and for the 
achievements of those who enter.   They added that governments in many counturies 
expect that higher education should add value to students so that they will become highly 
employable.  However, teaching is a complex social activity.  Becoming competent and 
proficient in the development of programmes and the subsequent teaching of them depends 
on many things, but particularly an understanding of how students learn (Nicholls, 2002).      46
2.3.1 Cognitive  maturity 
Cognitive development theories address the ways that students think and make meaning 
and the progression of their intellectual skills.  Dissatisfaction with behaviourism’s strict 
focus on observable behaviour led educational psychologists such as Jean Piaget and 
William Perry to demand an approach to learning theory that paid more attention to what 
went on "inside the learner's head".  They developed a cognitive approach that focused on 
mental processes rather than observable behaviour. 
Based on the work of Piaget (1952), cognitive development theories postulate sets of 
assumptions about how the way individuals think expands and increases in complexity as 
one moves through neurological development and environmental experiences.  Unlike 
psychosocial development, cognitive development is viewed as a movement through 
stages, each stage building on the previous one.  Based on this understanding of cognitive 
development, hard competencies are cognitive in their nature, so it would be possible for 
educational institutions to develop them through understanding of cognitive theories.  
However, the development of the hard competencies is more effective when applied in a 
social setting, like Co-operative education.  This is because constructivists believe that 
learning is socially mediated and focused on cognitive, not behavioural, processes.  In the 
late 1960s, Perry (1970) was the first to apply cognitive development theory to college 
students.   
Perry’s theory of intellectual development  
The Perry model of intellectual development suggests that students' cognitive processes 
develop over time from simple thinking to a more complex evaluation of alternatives 
(Marra et al., 2000).   
Perry’s theory suggests that college students qualitatively change their perspectives on 
knowledge and learning in predictable ways as they proceed through the challenges of 
higher education. The Perry model has a range of "positions" from 1 to 9, each 
representing an increasingly complex and mature level of intellectual development. 
Essentially, the nine positions can be grouped into three overall stages.  Students generally 
begin in a dualistic right-versus-wrong stage (positions 1 – 2), then progress to a   47
relativistic stage where all things are seen as having potentially equal value and correctness 
(positions 3 – 4), and then to a stage where they can make intellectual commitments and 
decisions within a relativistic context (positions 5 – 9). 
Perry suggests that where a student is confronted by tasks requiring an understanding of 
the nature of knowledge beyond that of their current stage of intellectual development, they 
will simply not know what they are being asked to do.  It is as if tutor and student are 
simply talking past each other, neither able to comprehend the nature of the other’s 
understanding.  This may explain why students often seem not to comprehend the nature of 
feedback that they are offered and why they seem unable to act upon it.  Meyer and Land 
(2003) refer that to a lack of what they called ‘threshold concepts’.  ‘Threshold concepts’ is 
a different way of thinking about the development of the structure of a student’s subject 
understanding.  Meyer and Land’s proposal consists in the identification of ‘threshold 
concepts’, which they suggest have five characteristics.  First, they should be 
transformative, in that, once acquired, they should shift perception of the subject. Second, 
they should be irreversible. When an individual has begun to perceive the world in terms of 
a threshold concept, they would not return to their former, more primitive, view.  Third, a 
threshold concept is integrative.  That means that the concept has the capacity to expose 
the previously hidden interrelatedness of something. Fourth, a threshold concept is 
bounded. That is, it helps to define the boundaries of a subject area.  If a threshold concept 
is relinquished, thinking begins to move outside or beyond the scope of the subject itself.  
Finally, it is potentially troublesome, in that a threshold concept may be far from ‘common 
sense’ understanding of the world and thus initially very difficult for learners to accept.  In 
grasping a threshold concept the learner moves to a new perception of the world that may 
be in conflict with perceptions that previously seemed self-evidently true.  
The idea of a threshold concept as introduced by Meyer and Land is useful as it offers a 
theoretical explanation of the problems that students face in developing their understanding 
of a subject and thus provides a basis for the development of diagnostic tools and 
curriculum design.  It provides a link between approaches (deep or surface) to learning and 
the outcomes of learning. That is, students have an incentive to adopt surface approaches to 
learning when teaching is progressing on the incorrect assumption that students have 
understood a threshold concept.  In the absence of this understanding students can only 
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understanding (Davies, 2006).  This difficulty in understanding threshold concepts may 
leave the learner in a suspended state or ‘stuck place’.  In preparing students for the 
workplace, it is important that programmes’ curriculum plans provide key concepts that 
industry demands, and teachers should use active ways of teaching to do so.  However, 
these industry concepts, which are in our case related to developing graduates’ awareness 
of the importance of generic competencies, seem more logically to be developed in the 
workplace.  Therefore, Co-operative education programmes play an effective role in 
students’ understanding of these fundamental concepts, and help them to progress in the 
workplace without difficulties and raise their productivity. 
Meyer and Land (2003) introduced the idea of threshold concepts in teaching and learning. 
According to Meyer and Land (2003), threshold concepts represent “a transformed way of 
understanding, or interpreting, or viewing something without which the learner cannot 
progress”.  Understanding threshold concepts provides a privileged view of a subject and 
vantage point for a deeper comprehension of a phenomenon.  Threshold concepts are of 
interest to lecturers and learners in Higher Education because these concepts have the 
potential to resolve two teaching and learning related problems.  First, threshold concepts 
have the potential to enhance learners’ capability to grasp the theoretical foundations of a 
subject instead of learning by rote.  Second, threshold concepts could enable learners, not 
only to acquire formal knowledge of a discipline, but also to use this knowledge in 
everyday life experiences.   
In their study based upon Perry’s theory of intellectual development in the 1960s, Palmer 
et al. (2000) found that intellectual development was facilitated when an instructor 
specifically developed activities that would initially meet students at their intellectual 
development level, and then challenge them in a supported environment to think in 
broader, more complex ways.  
As this study was conducted on male students, it might be important here to refer to the 
work of Mary Belenky and her colleagues (1986) about women’s ways of knowing to see 
the difference from the male, as their study was as a comparison with Perry’s study.  
Despite the fact that Perry’s stages of intellectual/ethical development do not match exactly 
with those in Belenky et al, they are, however, adequate as a starting point in this 
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To assess how women view reality and draw conclusions about knowledge, the authors of 
Women's Ways of Knowing (Belenky et al., 1986) conducted structured interviews with 
135 women who represented diverse age groups, life experiences, social classes, and 
educational experiences. They built their conceptual framework of women's knowing on 
Perry's (1970) model of intellectual development during the college years. Perry's study of 
male, Harvard undergraduates noted that students negotiated three major transitions or 
growth phases. During initial college experiences, they held dualistic views of the world 
and subject matter; at middle stages, they recognized and valued uncertainty and multiple 
perspectives but had difficulty evaluating them; and during final phases, they learned to 
weigh subject matter according to specific criteria and the relative merits of specific view-
points.  The transitions from one phase to another were often marked by crises and 
dramatic shifts in thinking patterns. 
Belenky et al. (1986) reported that the women they interviewed appeared less dualistic 
during the early stages, were more cautious as they approached the middle stages that 
involved examining multiple perspectives, and learned to evaluate perspectives in terms of 
contexts, relationships, and commitments within a community.  On the other side, Perry's 
male subjects had excelled in the development of separate knowing, which focuses on the 
maturation of traditional methods of objective, impersonal analysis and evaluation.  
Belenky et al argued that these young men learned to value the mastery of ideas and 
abstract principles, to distance themselves from the content they studied, and to establish 
themselves as experts.  In contrast, many women learned most effectively by empathising 
with or understanding another person's viewpoint and by relating ideas and theories to 
personal events and meanings.  These women, according to Belenky and her colleagues, 
were often uncomfortable with competitive learning environments that require individuals 
to set themselves apart from others, defend ideas, and debate opinions.  This finding of the 
work of Belenky and her colleagues suggests that if the study had explored women 
students’ perspectives on the importance of competencies, different generalizations might 
have been drown.  
Surface/Deep Strategic approaches in learning 
Marton and Säljö (1976) introduced the idea that when university students undertook an 
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learning approach focused on reproducing.  Marton and Säljö’s work (1976) was seminal 
in that it described a fundamental distinction in the manner in which students approached 
reading an academic article.  They attempted to discover something about how university 
students approached the type of task they really engaged in on a day-to-day basis. 
The students were asked to read an academic article, and told that they would be required 
to answer questions on it.  Marton and Säljö’s study (1976) found that some students 
experienced the text as a collection of discrete units of information that should be 
memorised in order to answer the anticipated questions.  Marton and Säljö (1976) termed 
this the ‘surface approach’.  Other students treated the text as something that contained a 
structure of meaning.  They searched for its underlying concerns, its implications, and its 
meaning to themselves.  Marton and Säljö (1976) termed this the ‘deep approach’.  
Students who approached the task using a deep approach understood more of the article, 
were better able to answer a range of questions about it, and were also able to remember its 
message more effectively. 
Many studies have built upon Marton and Säljö’s (1976) initial findings, and subsequent 
research has demonstrated that these different approaches to learning emerge across a wide 
range of academic tasks.  Those studies have also found that students who are adopting 
deep approaches tend to have higher quality learning outcomes (Trigwell & Shale, 2004).  
Biggs,1987; Entwistle, 1992 have suggested the need to term a third approach, that is 
strategic approach and noted that it is used in conjunction with a deep or surface approach 
to learning.  Entwistle (1992) describes the strategic approach as the strategic approach 
drives from an intention to obtain the highest possible grades and involves adopting well-
organised and efficient study methods.    
The research over the past 25 years (Marton and Säljö, 1976; Marton, Hounsell and 
Entwistle,1997; Prosser and Trigwell, 1998; Biggs, 1999) has seen learning and the learner 
become of central importance in the teaching/learning interaction - i.e. what the learner 
does has become more important for student learning than what the teacher does. This has 
led to the redefinition of teaching as the facilitation of student learning. 
One of the outcomes of this shift has also been the redefinition of course objectives in 
terms of learning outcomes rather than of teaching inputs.   51
One of the major concepts to emerge from this research was the idea that students can take 
different approaches to learning. These approaches are not stable traits in individuals, 
although some students will tend towards taking a deep approach while others will tend 
towards taking a surface approach (Biggs, 1999).  Rather, it is suggested that good 
teaching can influence students to take a deep approach, while poor teaching in the widest 
sense can pressure students to take a surface approach.  Biggs defines good teaching as the 
encouragement of a deep approach to learning. 
In a study to explore approaches to learning in the workplace, Geertshuis & Fazey (2006) 
found that learners using a predominantly surface approach to learning are less likely to 
have experienced training and are less likely to report a need for training despite having 
lower self-reported skill levels and less educational experience.  When learners with a 
predominantly surface approach engage in training they are more likely than deep learners 
to do so as a consequence of social obligations.  Learners using predominantly deep and 
strategic approaches by contrast have more extensive training and formal educational 
experience, identify more training needs and are likely to be intrinsically motivated. 
The results presented here have a number of implications.  Attention to approaches to 
learning may well be beneficial in ensuring an appropriate approach to training.  It is 
apparent that the interpretation of self-assessment of skill levels and training needs may be 
improved if approaches to learning are taken into account.  This result, according to 
Geertshuis & Fazey (2006) suggested that approaches to learning reflect underlying 
constructs that determine an individual’s pattern of learning throughout her/his life and are 
not restricted in her/his exposure to university or even to formal education.  Therefore, it 
would seem that managers should take an active part in monitoring training recruitment 
processes to ensure the need of different approaches to learning rather than approach to 
learning determines who is trained and in what.  
As a result of the importance of approaches to learning in identifying the appropriate 
approach to training in the workplace, it is sensible to use the deep approach to learning in 
the co-operative education programmes.  As the workplace is a social environment, and the 
learning in this space is through the medium of a real task, the deep method of learning 
appears here, especially with the understanding of the importance of the competencies 
needed for the workplace and acquisition of them.  Zegwaard, Coll, & Hodges (2003)   52
argued that the ranking of importance of competencies, as perceived by recent graduates, 
seems to indicate they are in a transition zone, where their views are moving away from 
those held by students and becoming more like that of employers.  It also appears that 
views of workplace competencies held by graduates are influenced by other effects (e.g. 
employment) after graduation.  
Rainsbury, Hodges, Burchell & Lay (2002) had similar views of the impact of the 
workplace on the students’ perceptions of importance of competencies.  They said that an 
individual’s perception of the importance of competencies is not static; rather it changes as 
the individual progresses from tertiary studies into the workplace.  Rainsbury, Hodges, 
Burchell & Lay suggested that co-operative education programmes have an important role 
to play in providing students with relevant work experience so that their perceptions of the 
importance of a variety of competencies, most notably soft skills, more closely mirror the 
views of workplace professionals.  Students can leave higher education (HE) without 
awareness of what they can do and without a framework to consciously develop their skills 
further.  This is because the skills needed in the workplace are often not well recognised, 
understood or developed in conventional HE courses.  HE appears to offer little support to 
help students transfer skills out of the university and into the workplace (Bennett et al., 
2000).  Most classroom learning activities involve knowledge which is abstract and out of 
context.  Social interaction is a critical component of what  is known as “situated learning” 
or what is called the process of "legitimate peripheral participation"  when learners become 
involved in a "community of practice" which embodies certain beliefs and behaviours to be 
acquired.  Situated learning is usually unintentional rather than deliberate, so it gives 
learners the opportunity to explore the reality through action and observation (Lave & 
Wenger, 1991).  
According to Hager & Holland (2006) a person has to live out a pedagogy so that one is 
able to “acquire the self-image of a lifelong learner” (Knapper & Cropley, 2000, p 49). 
Several authors (Bowden & Marton, 1998, Barrie & Jones, 1999) have claimed that 
graduate attributes are best developed in the context of discipline knowledge (Hager & 
Holland, 2006).  Higher Education Institutes, however, appear to offer little in the way of 
scaffolding or support to help students transfer skills out of the university and into the 
workplace (Bennett et al., 2000).     53
Rainsbury, Hodges, Burchell & Lay (2002) recommended that education professionals 
involved in co-operative education programmes tailor their courses to meet the needs of 
employers.  This is so that students develop a better understanding of the requirements of 
the workplace with respect to the development of skills.  Vaatstra & De Vries (2007) gave 
approval to this concern.  They found that graduates from active learning environments 
perceived that the quality of the content of majors and of curriculum design are 
significantly related to the presence of generic and reflective competencies.  
An important contribution that co-operative education programmes can make to students’ 
future work life is to help them to understand that the requirements of the workplace 
simply differ from what they learn at institutions.  This recognition can assist them to take 
responsibility for identifying their own learning needs and then pay more attention to 
achieve them, continuously (Hodges & Burchell, 2003).    
2.3.2  Social and situational maturity of the individuals who have undertaken the 
Co-op programmes 
The list of generic competencies selected for this study has a social and situational aspect.  
These aspects are most clearly articulated in the soft competencies.  For example: 
competencies such as relationship building, impact and influence on others, interpersonal 
understanding, and self-control all need social atmosphere and situations to be evaluated 
and improved.  There were clear indications, because of the lack of job opportunities in the 
Saudi workplace, that graduates were focusing on the ability to fit into the work 
environment during the ‘Co-op’ and trying to be accepted as part of a work group, placing 
importance on their professional behaviour and ability to communicate.  English language 
competencies also need these social and situational requirements to be developed.  Wong 
Fillmore (1985) in her Social, Linguistic, and Cognitive Processes Model for the second 
language learning process approaches the subject matter from a sociological perspective, 
pointing out that second language learning would occur in social contexts.  She states that 
learners figure out the system of rules of the new language and internalise it, discovering 
the speech segments that represent meanings and how they unite together to express 
complex thoughts.  Wong Fillmore added that learners use the cognitive tools at their 
disposal, such as associative skills, memory, inferential skills and any other analytical 
skills they need to figure out the new language.  The learners will search for ways to   54
communicate their thoughts and feelings through the second language in the same way 
they do with the members of their first-language community. 
Clark (2000) reported that the Prism Model of Thomas & Collier, 1995 of second language 
learning involves four dimensions; these are sociocultural, linguistic, academic and 
cognitive processes. According to their multidimensional approach, all of the components 
contribute to language learning.  Thomas & Collier see that second language acquisition 
needs to be looked at as the very complex interdependent learning it is. 
English as a foreign language was added by the researcher in three competencies: English 
language (overall), English language (speaking), and English language (writing).  The 
researcher has classified them as soft competencies, based on the method that the Institute 
of Public Administration uses to teach English language to its students.  The IPA’s way of 
teaching English is to consider the nature of this competency.  This requires an 
understanding of the cultural aspect, as well as needing a set of soft skills to be achieved, 
such as: interpersonal understanding, initiative, self-confidence, problem solving, and 
energy & passion.  In the Institute of Public Administration (IPA), students must 
successfully pass a one-year intensive English programme.  The English Language Centre 
(ELC) at the IPA is responsible for this intensive English programme.  There are four 
sessions each academic year, each session lasting eight weeks.  Teachers in the programme 
must have completed an MA in TESL/TEFL or Applied Linguistics, and the faculty of the 
ELC represents many different cultures and nationalities (Institute of Public 
Administration Website, 2007).  
The English Language Centre considers that teaching is more than learner-centred and 
student-oriented. Therefore, it expects its teachers to help learners use the language 
suitably in their working contexts.  This includes the insertion of soft skills in their 
teaching in a very explicit way (Menochelli, 2006).  Nieragden (2000) has suggested that 
teachers have to be clear about the function of any language item that they want to point 
out.  Any difference between a certain linguistic form and the speaker’s intention can lead 
to confusion or misunderstanding.  Nieragden added that teachers have to emphasise the 
interpersonal forces of language use in a work-oriented context - the soft skills. Through 
the syllabus and course books, teachers will have to try to achieve highly complex aims 
besides those of teaching words and structures.     55
Language does not transport pieces of one person's reality into another's – it merely prods 
and prompts the other to build up conceptual structures that, to this other, seem compatible 
with the words and actions the speaker or writer has used (Von Glasersfeld and Steffe, 
1991).  Therefore, there is no simple way to explain why some people are successful at 
second-language learning and some are not.  Social and educational variables, experiential 
factors, and individual differences in attitude, personality, age, and motivation all affect 
language learning (Clark, 2000).  
Hard skills are basic tools for the acquisition of English as a foreign language.  They can 
be useful to learn vocabulary and grammar.  However, soft skills are necessary in applying 
the EFL in work-based situations.  Moving from classroom to workplace, and being able to 
use the language in workplace situations requires a set of soft or interpersonal skills, 
especially oral communication, which (according to Maes et al., 1997) have been identified 
as the most important skills in the workplace.  Their study revealed that oral 
communication in English is the most important skill demanded by employers when it 
comes to recruiting new staff.  
Patricia (2004) argued that using English as a working language within companies has 
many advantages; however it can result in communication problems.  Vollstedt (2002), as 
cited in Patricia (2004) states that estimates show that up to 50 per cent of employee input 
in project teams and work groups is lost since workers do not have the foreign language 
competency or self-confidence to take part in discussions.  Maes et al. (1997) consider oral 
communication to be one of the three most important competencies required of graduates. 
Competencies such as confidentiality at work, attendance, and timekeeping, and concern 
for order, quality and accuracy are ‘ethical’ competencies which also need a social 
environment to be developed and be aware of their importance for the workplace.  Lin 
(2005) asserted that employers today seek employees who are ethical – who do the right 
thing and make the right choices.  Online Recruitment (2006) reported that employers are 
placing much more emphasis on the soft skills of school leavers such as communication 
skills and work ethic.   
Sadri (2002) showed that interpersonal skills are considered to be important, with oral 
communication ranked as the most important competency for success in the corporate   56
environment.  He suggested that this finding assists the recommendations of the Porter and 
McKibbin report (1988), of the American Assembly of Collegiate Schools of Business 
(AACSB) (2001), and of employers outside of this sample (Bullis, 2001).  Sadri found that 
Ethics was also considered to be important by both employers and alumni.  He stated that 
CSU Fullerton was considered to have taught ethics only moderately effectively (the 
competency was ranked fifth).  He clarified that this lack of attention may be because 
ethics is a difficult and sometimes ambiguous topic to discuss in a classroom setting and, in 
today's politically correct environment, educators may find themselves shying away from 
such discussions.  Sadri discussed the issue of how ethics should be included in the 
curriculum.  He revealed that Stewart et al. (1996) found that students preferred to have 
ethics integrated into a number of different courses rather than having it as a stand-alone 
course.  Brown (1994) suggests that role-plays are an appropriate vehicle for integrating 
ethical concerns into courses.  Some authors as cited in Adams et al. (1998) were in 
agreement of the effectiveness of the real practical way in teaching business ethics by 
reporting that if the desired result of an ethics course is the student’s being able to apply 
moral reasoning to actual work situations, students need to work with ethical dilemmas in 
order to develop skill in ethical reasoning (Bishop, 1992; Trevino and McCabe, 1994; 
McDonald, 1992). 
As the focus shifts from ‘employment’ to ‘employability’, today’s graduates will need to 
understand that their attitude to work is as important as the work itself.  Furthermore, their 
ability and willingness to undertake professional development and training throughout their 
working life is not only expected, but will be required for lifelong work.  As Zuboff (1988, 
p. 395) argued prophetically: “Learning is no longer a separate activity that occurs either 
before one enters the workplace or in remote classroom settings … learning is not 
something that requires time out from being employed in productive activity; learning is at 
the heart of productive activity”.  An important contribution that co-operative education 
programmes can make to students’ future work life is to help them to understand that the 
workplace is simply a different learning institution.  It is a place where the curriculum is 
unstated and the learning outcomes unclear but, importantly, it is a place where students 
must take responsibility for identifying their own learning needs and then do something 
about it, continuously (Hodges & Burchell, 2003).    57
As cited in Hodges & Burchell (2003), Weisz (1999) found evidence of a link between 
degree programmes that included work-based co-operative education and graduate 
employment, and found that employers expect generic competencies to be developed prior 
to employment.  Interestingly, Weisz noted little correlation between academic 
achievement and levels of generic skills, suggesting that employability is not necessarily 
related to academic ability.  
Hodges & Burchell (2003) confirmed Weisz’s finding when they found in their study that 
employers considered that it was important for graduates entering business roles to have 
some business work experience prior to completing their tertiary study.  Most respondents 
(79%) considered work experience to be important with only 9% considering this to be 
unimportant, with the remaining 12% being neutral.   Hodges & Burchell have argued that 
these results indicate that most employers want graduates to be more ‘work-ready’ and 
they believe that this can be achieved through work experience.  They added that some 
employers indicated that there is a direct link between graduate competency levels and (a 
lack of) prior work experience.  Hodges & Burchell (2003) concluded that cooperative 
education programmes can provide an important role in helping students to gain valuable 
work experience.  
Weisz (1999), as cited in  Hodges & Burchell (2003), has mentioned that there have been a 
number of studies reported in the literature that point to what employers consider to be 
important in graduates, but there is little recent research on employers’ perceptions of the 
level of competency that graduates bring to the workplace.  These findings also confirm 
research from an earlier study (Davison, Brown & Davison, 1993), which suggested that 
employers believe graduates have unrealistic expectations of life in the business world, and 
are generally poor in interpersonal skills. These findings then highlight the potential role 
co-operative education can play in the development of business graduates.  While co-
operative education programmes can provide an ideal vehicle to bridge the gap between 
the world of work and the world of education, curriculum developers must be vigilant and 
ensure that they understand the world of work, and thus the competencies demanded of 
business graduates.   
Zegwaard, Coll, & Hodges (2003) found that recent graduates who had carried out Co-op 
placements had similar views to those who had not had Co-op placements; however,   58
graduates who had completed Co-op placements tend to rate competencies higher overall.  
Interestingly, graduates who had carried out Co-op placements seemed to rate 
competencies associated with being self-driven and focused more highly.  Based on the 
demographics of those that responded, graduates who had completed Co-op placements 
had a higher proportion employed in science, and had a similar proportion go on to do 
graduate studies, than those who had not carried out Co-op placements.  
In a case study, Fleming & Ferkins (2005) have established the benefits of work integrated 
learning for the employability of students in the sport and recreation industry.  They 
reported the following: 
•  As employees, students who have undertaken a co-operative experience as part of 
their degree have been shown to have a better understanding of the demands of 
the industry, are more willing to volunteer for new roles and learn new skills that 
lead to advancement and success (Calway and Murphy, 2000).  
•  Research has shown that co-operative students in many discipline areas are more 
likely to be hired than graduates who had not undertaken a co-operative 
experience (Braunstein, 1999; Ricks and Van Gyn, 1997).  
•  Co-operative graduates usually remain longer in their first job and tend to 
progress faster (Fleming & Ferkins, 2005).  
 
Royal Melbourne Institute of Technology (RMIT) Business School has included co-
operative education (Co-op) as an integral part of seven (out of nine) degree programmes 
that it currently offers in the belief that these programmes add to graduate employability.  
This belief is supported by the results of the Graduate Destination Survey of 1998 which 
indicated that the graduates of these seven degree programmes had an employment rate of 
above 92% which was higher than competitor courses that did not include a Co-op 
programme (Weisz, 1999).  According to Terraso (2003), two recent studies suggest that 
students who participate in Co-operative education programmes get their first job faster 
and at a higher starting salary than their peers.  As he stated, that once they get that job, 
they receive better performance reviews, move up the ranks faster and receive more pay 
increases than new employees who have not Co-oped. 
The first study conducted by Georgia Tech’s Office of Assessment, between December 
2001 and May 2003 showed an increase in starting salary for those particpating in the Co-  59
op programmes.  From more than 3,000 recent Georgia Tech graduates, the study found 
that 45 per cent of Co-op students had found jobs by graduation compared with 37.9 per 
cent of students who had no Co-op experience.  In addition, the average starting salary for 
Co-op students who had job offers by graduation was $48,555, a 7 per cent increase over 
those without Co-op experience.  
The second study conducted by the Center for Labor Market Studies at Northeastern 
University also found that students who ‘Co-op’ receive higher starting salaries than their 
non-Co-op peers.  On top of that, it suggested that once they are on the job, Co-op students 
receive better performance reviews, faster promotions and better pay increases than co-
workers without Co-op experience. The study looked at 11,000 employees, most hired 
between 1995 and 2000. The average starting salary for employees with Co-op experience 
was $39,700 compared to $37,600 for other employees hired straight out of college.  That 
gap, they also noted, widens over time. 
Fitzgerald (1985) (as cited in Harrison, 1986) has cited two studies to illustrate the 
distinction between traditional and alternative learning environments.  One of these studies 
was conducted at the National Center for Research in Vocational Education and the other 
at the Northwest Regional Educational Laboratory (NWREL).  Utilizing surveys of the 
general public, teachers, students, and employers, the National Center study asked about 
the source of learning for four competency skill groups: traditional job values and 
expectations, job advancement and promotion, taking charge, and finding one's place. All 
surveyed groups believed that all these competencies were learned on the job, although 
they did not agree that this should necessarily be so.  Fitzgerald comments on the problem 
this finding creates, particularly for minority youth who cannot get hired because they lack 
employability skills and do not learn employability skills until they have a job.  
The NWREL study examined the concept of youth responsibility.  Questions attempted to 
define what it is, where it is learned, and how it is demonstrated.  Students said they 
learned responsibility at home, at work, and at school, in that order.  However, they felt 
they behaved most responsibly at work and least responsibly at school.  
The common thread running through the research indicates that the workplace is the site of 
most learning concerning work.  The implication is that since traditional classroom   60
instruction has not produced the desired outcomes, alternatives should be considered. 
Fitzgerald (1985) suggests the possibility of using experience-based career education as 
one such alternative.  This method is possibly more effective because of its close ties to the 
workplace and its emphasis on the "real world".  Fitzgerald calls for more research in this 
area to multiply and improve the alternatives.  
Joseph and Joseph (1997)  (as cited in Hodges & Burchell, 2003) reported that employers 
believe that educational institutions provide relevant employment experience for their 
business students but, remarkably, ascribe generic competencies a low level of importance.  
However, the level of competency expected of graduates by these employers fell well 
below their perceived level of importance, suggesting that employers expected these 
competencies would be developed elsewhere in the curriculum and not necessarily through 
industry involvement.  Raymond, McNabb and Matthaei (1993), in a survey of teaching 
methods to develop competencies for the workplace, found both employers and students 
ranked co-operative education as the most important educational method, and pointed to a 
critical need for student thinking and ability to learn. 
 
Harrison (1986) gives school a big responsibility in developing students’ employability 
opportunities.  He asserted that general employability skills must be taught at school 
thoughtfully, both through words and actions. Harrison placed much emphasis to the 
example.  He says: “teacher who is habitually late to class is teaching students that 
punctuality is not important”. (p. 3) 
 
Harrison has mentioned that home can also play an integrated role with school to enhance 
students’ responsibility.  
 
Sadri (2002) suggests that more emphasis could be given in the curriculum to oral 
communication skills by moving away from the traditional classroom model in which the 
teacher speaks and the students listen.  He added that school might benefit from activities 
such as discussions, group activities, role-plays, and classroom presentations that allow 
students to develop a variety of communication skills.  
 
In identifying the significant role of Open Learning which allows students to be aware and 
maintain contact with life’s problems, Dearnley & Matthew (2000) have stated that Coles   61
(1998) draws the attention to the work of Carl Rogers, who believed that learning would 
automatically take place if the conditions were right.  These conditions, he claimed, require 
the student to be surrounded by life’s problems. 
 
Dearnley & Matthew (2000) suggested again that intrinsic motivators are very important to 
assist adult learners, and that an individual’s interaction with the society will create an 
appropriate climate to develop his/her awareness of the importance of competencies and 
activate the intrinsic motivators.  Dearnley & Matthew found in their study (2004), which 
has discussed the pilot phase of the previous study, that changing personal perceptions and 
knowledge drove intrinsic motivation and so impacted on social, professional and 
academic aspects of the participants’ lives. 
  
Smith (1999) has stated in his introduction that social learning theory posits that people 
learn from observing other people.  By definition, such observations take place in a social 
setting (Merriam and Caffarella 1991: 134).  Within psychology, initially it was 
behaviourists who looked to how people learned through observation.  Later researchers 
like Albert Bandura (1977) looked to interaction and cognitive processes.  Observation 
allows people to see the consequences of other’s behaviours.  They can gain some idea of 
what might flow from acting in this way or that. 
 
Zimmer (1998) has stated that the application of knowledge and abilities in complex real-
life situations becomes an integral part of the learning process.  He added that subject is 
not only the point of concentration, but also the situation that should be dealt with and 
improved.  He concluded that community education never just aims at the qualification of 
people, but also at a constructive dealing with the reality in which these people are living. 
 
2.4  Current Research on Perceptions of Competencies’ Importance 
Lin (2005), in a PhD study, compared the differences between Taiwanese business teachers 
and business managers in their perceptions of the importance of competencies for business 
graduates entering the workplace and of the graduates’ actual performance of those 
competencies.  She found that the employers who were represented by managers perceived 
ability and willingness to learn as the most important competencies.  This competency was 
also considered to be the most important in employers’ perceptions in similar studies   62
(Hodges & Burchell, 2003; Coll, Zegwaard & Hodges, 2002a, 2002b; Burchell, Hodges & 
Rainsbury, 2001) and in the perceptions of students and graduates (Rainsbury, Hodges, 
Burchell & Lay, 2002).  This finding seems to present further support for Stephenson’s 
(1997) assertion that staying capable in a world of change requires confidence in one’s 
ability to manage one’s own learning.  That is, in order to continue to be a valuable 
employee, an individual must be willing to learn new skills to keep pace with the rapidly 
changing world.  However, Hodges & Burchell (2003) stated that employers consider that 
business graduates need to have high levels of competency in most areas.  
Zegwaard, Coll & Hodges (2003) found that recent science and technology graduates and 
faculty members considered all the competencies as important.  Likewise, Rainsbury, 
Hodges, Burchell & Lay (2002) found, overall, that both the students and graduates 
perceived all of the competencies are important.  However, the graduates rated most 
competencies as more important than did the students.  This finding, as Rainsbury, 
Hodges, Burchell & Lay stated, supports the emphasis of competency development seen in 
the literature (Boam & Sparrow, 1992; Boyatzis, 1982; Bowden & Marton, 1998; Birkett, 
1993; Spencer & Spencer, 1993).  
Zegwaard & Hodges (2003) found that graduates and faculty perceive that the workplace is 
changing rapidly and therefore, in order to remain competitive, the ability to change, adapt 
and learn new skills in the workplace is seen as vital.   
In terms of which competencies were of least importance, Rainsbury, Hodges, Burchell & 
Lay (2002) found that students and graduates again were in agreement, rating 
directiveness, organisational awareness, developing others and impact and influence on 
others, as least important.  Hodges & Burchell (2003) found that the competencies of 
organisational awareness, impact and influence on others, leadership, and developing 
others were considered least important for graduates early in their business careers by 
employers.  
Zegwaard & Hodges (2003) found that graduates viewed organisational commitment as 
less important than other competencies.  They argued that it seems is in response to a view 
that it is the norm to change jobs rather than staying at one organisation for the duration of 
ones career – a view shared by faculty.      63
Sadri (2002) has identified seven core business school competencies to see whether they 
are important to business graduates and to their employers.  These competencies are: 
written communications, oral communications, computer skills, teamwork skills, cultural 
awareness, ethics, and functional-area competency.  Sadri has referred to some studies 
reported the following:  
The Business Higher Education Forum (1995) found that business graduates lack the 
ability to work well in teams.  
Hofstede (1984, 1991, 1993) and Hall (1969, 1973, 1976, 1983) suggest that in low-
context (cultures where written and spoken communications are heavily relied upon), 
individualistic cultures like that of the U.S., people are more concerned with the self than 
the group, and teamwork may be viewed as less important than the individual's skills in 
oral and written communications.  However, Sadri found in his study that the high ranking 
of teamwork by employers suggests that teamwork is important to career success in the 
current global business environment.  His findings, as he argued, support the increased 
emphasis on teamwork in business schools (Kravitz & Martin, 1986; Shepperd, 1993).  
In terms of the importance of hard and soft competencies, many authors argued that 
successful work performance require a mix of both hard (cognitive) skills and soft 
(behavioural) skills (Ashton, 1994; Birkett, 1993; Caudron, 1999; George, 1996; Mullen, 
1997).  Hodges & Burchell (2003) were in agreement with this view; however, they found 
that employers place greater importance on soft skills.   
 
Zegwaard, Coll, & Hodges (2003) found that despite soft and hard skills being ranked as 
important, both graduates and faculty perceive hard skills to be more important than soft 
skills.  However, they were at odds on the importance of technical expertise, which faculty 
perceived as very important and graduates did not.  
Hodges & Burchell (2003) suggested that employers desire to improve levels of soft 
competency for graduates such as: customer service orientation; order, quality and 
accuracy; interpersonal communication; and problem solving.    64
Rainsbury, Hodges, Burchell & Lay (2002) reported that the students and graduates clearly 
favoured soft skills.  This suggests that students and graduates agree with Kemper (1999), 
McMurchie, (1998) and Spencer and Spencer (1993), that superior performers require 
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Chapter 3:  Methodology 
 
3.1 Introduction 
This chapter outlines the research method used in this study.  Participants’ populations 
were identified.  Research objectives are postulated.  Questionnaire and interviews are the 
basic techniques that were used to collect data.  The administration of these two techniques 
is also discussed.  The limitations of this study are considered.  Finally, the chapter outlines 
the approach to data analysis and ethical implications of the research. 
 
3.2 Research  Design 
This study utilised both quantitative and qualitative research methods.  This was 
considered an advantageous blend as it allowed for a degree of triangulation, the 
development of complementary evidence from which a more holistic picture could be 
drawn, and the possibility of comparing differences in terms of qualitative statements and 
quantitative outcomes (Creswell, 1994; Green, Caracelli, & Graham, 1989).  Creswell 
(1994) noted that a mixed-method study is a study combining at least one quantitative 
method and one qualitative method in data collection, analysis, and reporting findings.   
In this study a questionnaire was administered as a self-report data-collection instrument 
which each research participant filled out.  It was used as an appropriate method to obtain 
information about the thoughts, feelings, attitudes, beliefs, values, perceptions, personality, 
and behavioural intentions of research participants (Johnson & Christensen, 2004).  
Johnson and Christensen asserted that a questionnaire is not restricted to a single research 
method.  It can be used to collect data with multiple research methods (experimental, 
qualitative, correlational, etc.).  The questionnaire’s methodology enables standardisation 
of questions (Dillman, 2000) and was chosen for the following advantages which were 
reported in Doshy, 2005: 
•  Enable researcher to gather a reasonable amount of data in a short time. 
•  Can help to gather a reasonable amount of data and provide information which 
can be followed up. 
•  Provide a format making it easy to represent information.   66
•  Suitable for collecting initial information on attitudes and perceptions. 
 
The use of students' perceptions of the constructivist teaching/learning environment to 
measure effectiveness is not new (Yore et al., 1998).  Fraser (1989) reviewed 60 studies of 
student perceptions of constructivist teaching environments.  He argued that there were 
several advantages to using student perceptual measures rather than observational 
measures, including that student perceptions are based on many lessons or classes, while 
peer/expert observations are based on limited numbers of observations; the information 
obtained is the pooled judgment of all the students as opposed to the view of a single 
observer; and the student perception is based on the teacher's real behaviour and therefore 
more important than inferred behaviour based on observer judgment. 
 
3.3 Research  Populations   
The populations used for this study consisted of three groups: 
•  IPA’s Post-secondary students in Dammam brunch (N=99).  Students were 
enrolled in 2003 and represent five programmes:  Hospital Administration, roll 
1(N=20), Executive Secretary, roll 12 (N=26), Accounting, roll 16 (N=16), Sales, 
roll 15 (N=24) and Computers, roll 1 (N=13).       
•  Employers (workplace enterprises in the eastern province of Saudi Arabia, which 
participated in the IPA’s Co-op programmes) (N=38).  The enterprises’ 
representatives were familiar with hiring practices, attributes of IPA graduates 
entering the workplace, and industry perspectives on generic competencies.  They 
were chosen by the management of their enterprises to represent the enterprises’ 
views, based on their knowledge and experience of the IPA’s co-operative 
education programmes in their organisations.  The participants included resources 
professionals, managers of personnel departments and Co-op training supervisors 
who supervised students during the Co-op training.  
•  IPA’s teachers in Dammam brunch (N=38).  Teachers represent several 
departments:  Public Administration, Accounting, Statistics, Office Management,   67
Hospital Administration, Materials Management, English Language, Library and 
Information and Private Sector Programmes.  
3.4  Protection of Human Subjects 
The study was conducted in an ethical manner.  The rights and privacy of study 
participants were adequately protected.  All participants received a research package 
containing an introductory letter explaining the purposes of the study, its importance, and 
benefits.  The researcher promised to keep the participants’ identity and their organisation 
confidential.  All returned questionnaires were destroyed after the data was used in this 
research.  Ethical aproval to collect data from participants in this study was successfully 
sought (See Appendix 1). 
3.5 Instrumentation 
A questionnaire survey was developed by the researcher and conducted with three groups:  
employers, teachers, and students.  The questionnaire consisted of four parts: (a) 
demographic characteristics of participants; (b) ranking of importance of competencies; (c) 
comparison of hard competencies and soft competencies; and (d) competencies required to 
be developed in IPA's post-secondary graduates (this part was only in the employers’ and 
teachers’ questionnaire).  For the employers' group, the first section asked respondents to 
answer questions concerning the organisation's activity, organisation's size, length of 
participation in IPA's Co-op and participation in other organisations' Co-op.  For the 
teachers group, the first section included questions concerning the teacher’s age, 
nationality, qualification, department, overall experience, experience at IPA, and 
programme taught most.  For the students' group, the section also included questions 
concerning their major, age, and work experience.   
In parts 2, 3, and 4 of the questionnaire, 31 competencies were used based on the 20 
generic competencies identified by Spencer & Spencer (1993) (who claim that they 
account for 80-95% of the distinguishing features of superior performers: See Appendix 2) 
together with others, namely: ability and willingness to learn; written communication; 
personal planning and organisational skills; energy & passion; problem solving; and 
computer literacy.  These latter competencies were selected from literature (Meade &   68
Andrews, 1995; Sweeney & Twomey, 1997; Rainsbury, Hodges, Burchell & Lay, 2002) 
and were considered necessary in order to gain a more complete perception of graduates’ 
competencies (Rainsbury, Hodges, Burchell, and Lay, 2002).  Problem solving, and energy 
& passion, were added from the work of Hodges & Buchell (2003).  This list of 26 
competencies were mostly used in many studies which used the 20 generic competencies 
identified by Spencer & Spencer, 1993 (Lin, 2005; Hodges & Burchell, 2003; Coll, 
Zegwaard & Hodges, 2002a, 2002b; Burchell, Hodges & Rainsbury, 2001). 
In this study, the list of 26 competencies was called “Standard” in order to make a clear 
and fair comparison with the other studies. 
The following further five competencies were added by the researcher:  English language 
(overall), English language (writing), English language (speaking), attendance and 
timekeeping, and confidentiality at work.  English language is considered important in the 
workplace in Saudi Arabia today, especially in the private sector.  It has become the 
language of most majors in higher education.  Therefore, there was more emphasis on 
English language (writing), particularly by many companies as one of most important 
competencies required for hiring employees.  English courses, provided for the IPA’s post-
secondary students in the first year for two full semesters, focus initially on general 
English, involving the skills of oral communication, reading, writing, and listening. 
Attendance and timekeeping, and confidentiality at work, are two work ethical 
competencies that were added to the suggested competencies list as important values that 
are considered as essential factors of high performance and quality (Lin, 2005). 
In the second part of the questionnaire, respondents were asked to rate the importance of 
each competency through the use of a six-point Likert scale, and provision was made for 
respondents to add additional competencies they felt were relevant.   
In the third part, respondents were asked to determine which one of the two categories, 
hard and soft competencies, is more important, and give reasons for their choices.  In the 
fourth part, employers and teachers were asked to identify the five most important 
competencies that required to be developed in the IPA’s post-secondary graduates, and 
give reasons for their choices.    69
Students were approached twice, once before participating in the Co-op, and once after 
they completed the Co-op.  In the second students' survey, students were asked to respond 
to another question.  They were required to identify the most important sources that 
developed their awareness of the importance of competencies, and the rank of the Co-op 
amongst those sources.   
3.6 Operational  Definitions 
The participants were asked to rate the level of importance of 31 competencies for IPA 
post-secondary graduates entering the workplace.  The competency categories were listed 
in random order in the questionnaire and included definitions for each of the 31 
competencies.  In the first part of the questionnaire, the participants were asked to 
complete demographic information.  In the second part, the participants were asked to rate 
the importance of competencies, using the associated competency definitions.  The ratings 
were based on a 6 point Likert scale.  For the importance scale, a rating of 1 indicates the 
competency is most unimportant, 2 indicates very unimportant, 3 indicates unimportant, 4 
indicates important, 5 indicates very important, and 6 indicates the competency is most 
important. The third part asked the participants to identify which one of the two categories 
of competencies (soft & hard) - in general - are more important.  In the fourth part of the 
employers and teachers survey, the participants were asked to identify the five most 
important competencies that required to be developed in the IPA’s post-secondary 
graduates, with giving reasons.   On the other hand, the students (after Co-op) were asked – 
in the fourth part of the questionnaire – to rank the most important sources that developed 
their awareness of the importance of competencies from the following five sources: Co-op, 
Post-secondary Programme (PSP), home/family/community, school, and self-taught.  
Using a variance stable scaling program called RANKO, which presents the data as ranks 
in reverse order, 1 is assigned to the most important source and 5 to the least (Peter et al., 
2004).   
3.7  Why use a 6-point Likert Scale? 
One of the most common scaled-response format questions in survey design today is the 
Likert scale.  It was developed by the American educator and organisational psychologist 
Rensis Likert in 1932 in an attempt to improve the levels of measurement in social   70
research through the use of standardised response categories in survey questionnaires 
(Infosurv, 2006). 
In February 2006, Infosurv conducted a forum of market researchers to understand their 
preference between 5-point and 6-point Likert scales.  Their conclusion was that most 
modern researchers agree that the neutral rating in a 5-point scale is needed when 
conducting survey research. 
Of the researchers who participated in the Infosurv discussion, 71% expressed a preference 
for 5-point Likert scales, 12% preferred the 6-point scale, and 17% were neutral on the 
matter.  Those researchers preferring the 5-point scale cited the following reasons: 
•  Survey respondents might truly feel neutral about a given topic, and presenting to 
these respondents a scale without a neutral midpoint can introduce respondent 
bias as respondents are forced to chose a more positive or negative response. 
Some researchers point out that in many cases respondents will accentuate the 
negative in an experience.  In this study, this was not a concern for the researcher. 
•  Neutral is a legitimate opinion that exists among respondents.  Generally 
speaking, if we solicit every opinion of the people that are surveyed, the neutral 
rating needs to be included in the scale.  If we are not interested in the neutral 
opinion, we don't have to include it in the scale. 
•  With a 5-point scale you have a nice midpoint. The 3 rating is right in the middle 
and it indicates neutrality or mixed satisfaction.  When calculating the mean 
weighted average you have a standard point of comparison.  You will know 
instantly that an average rating of 3.4 is above neutral and a 2.8 is below. 
Those researchers preferring the 6-point scale cited the following reasons: 
•  They prefer to have an even number of ratings in the scale to have respondents 
commit to either the positive or negative end of the scale. These researchers 
disagree with giving the respondent a neutral or ambivalent answer choice.   71
•  They also argue that neutral answers are rare anyway because, in the majority of 
cases, only those who had a positive or negative experience/opinion will want to 
participate in a research study. 
•  If a respondent is very familiar with the subject, for example a student rating a 
professor’s performance, a neutral rating may not be as necessary compared to a 
situation where you are asking the student to rate his school’s financial aid 
policies. It could be argued that in the latter case the respondent could truly have 
a neutral attitude towards the subject at hand. 
In this study, the researcher does not tend to give the respondents a neutral or ambivalent 
answer choice.  He used the 6-point Likert scale to lead the respondents to commit to either 
the positive or negative end of the scale, as they were familiar with the subject of the 
survey.   
3.8  Validity of the Instrumentation 
It is reported in the instrumentation section that the questionnaire that was used in this 
study was based on the list of 26 competencies that were mostly used in many studies 
which used the 20 generic competencies identified by Spencer & Spencer (1993), as a base 
for their studies (Lin, 2005; Hodges & Burchell, 2003; Coll, Zegwaard & Hodges, 2002a, 
2002b; Burchell, Hodges & Rainsbury, 2001). 
Lin (2005) has stated that Hodges and Burchell (2003) created the assessment tool 
primarily based on the research work of Harvey, Burrows, and Green (1992), Meade and 
Andrews (1995), Spencer and Spencer (1993), and Sweeney and Twomey (1997).  Lin 
(2005) added that Hodges and Burchell used the instrument in many similar research 
studies and it demonstrated evidence of content validity (Burchell, Hodges, & Rainsbury, 
2001; Coll, Zegwaard, & Hodges, 2003).  The questionnaire used for this study was 
developed by the researcher, and included some different components to address the 
purpose of the study.  16 teachers, 16 employers, and a group of 26 students enrolled in 
secretarial programme, roll 13, year (2002) were asked to trial the questionnaire's validity.  
Teijlingen & Hundley (2001) stated that the pilot study procedures were to improve the 
internal validity of the questionnaire, and can include the following:   72
•  Administer the questionnaire to pilot subjects in exactly the same way as it will 
be administered in the main study. 
•  Ask the subjects for feedback to identify ambiguities and difficult questions. 
•  Record the time taken to complete the questionnaire and decide whether it is 
reasonable. 
•  Discard all unnecessary, difficult or ambiguous questions. 
•  Assess whether each question gives an adequate range of responses. 
•  Establish that replies can be interpreted in terms of the information that is 
required. 
•  Check that all questions are answered. 
•  Re-word or re-scale any questions that are not answered as expected. 
•  Shorten, revise and, if possible, pilot again. 
It took the students between 25 and 35 minutes to read the introductory letter and complete 
the questionnaire.  Students provided a few comments on the meaning of hard and soft 
competencies.  However, the three groups indicated that they had no difficulty 
understanding the questionnaire’s instructions or the individual items.  The researcher has 
mentioned some examples of the two categories hard and soft competencies associated 
with the definitions.   
3.9  Reliability of the Questionnaire Survey 
Reliability is reported in terms of a Cronbach alpha coefficient, ranging between 0 and 1. 
The assumption underlying the reliability co-efficient is that items on a scale positively 
correlate with each other as they are measuring to some extent the same construct.  The 
higher the coefficient (i.e. the closer to 1), the more reliable the scale.  A coefficient of 1   73
indicates perfect reliability.  It is considered that alpha should be greater than 0.70 to be 
reliable (Norusis 1993). 
To test the reliability of the questionnaire, the responses of participants for the three pilot 
groups were analysed.   
As it shown in Table 4, high coefficients of Cronbach alpha were obtained in all categories 
for the three groups, with the results ranging from 0.709 to 0.956.  The coefficients of the 
overall instrument ranged from 0.909 to 0.964.  All the reliability coefficients were greater 
than 0.70 and were regarded as highly reliable.  As the survey instrument achieved a 
reliable ranking in a pilot test, it was assumed to be reliable and therefore used for the rest 
of the study. 
Table 4. Cronbach Alpha Coefficients of the Survey Instrument   
Group  Categories Competencies’  number   
Reliability 
Coefficient 































3.10  Validity of the Competencies’ Classification as Hard and Soft 
The data gathered in the students’ responses (before Co-op) were used to establish the 
validity of the instrument in terms of competencies’ designation as ‘hard’ or ‘soft’ 
competencies.  Principal Component Analysis (PCA) was used to check whether the   74
classification of hard and soft competencies in the standard list, as used in this study, 
confirmed the findings of the original classification found in the literature.   
On the other hand, Principal Component Analysis (PCA) was used to explore empirically 
whether the five newly added competencies were grouped with ‘hard’ or ‘soft’ 
competencies. 
The researcher has applied Principal Component Analysis to the data obtained from 
students’ responses, because PCA is a technique that requires a large sample size.  
Minimally Adequate Sample Size Principal component analysis should be the larger of 100 
subjects or five times the number of items (Kline, 1994).  Kline (1994) stated that it is 
usual to regard factor loadings as high if they are greater that 0.6 (the positive or negative 
sign is irrelevant) and moderately high if they are above 0.3. 
 
3.11 Data  Collection 
Data collection commenced in February 2005, and was completed in October 2005.  
Several steps were employed to ensure successful procedures in this data collection as it 
follows: 
 Questionnaires 
First, the researcher reviewed IPA’s directories of eastern province organisations which 
participated in IPA’s Co-op programmes, to identify the organisations that had been 
participating in the previous three years.    
A survey instrument was mailed with a covering letter to 72 organisations (the total 
population) in the eastern province of Saudi Arabia that had participated in IPA’s Co-op 
for previous three years as they are more familiar with IPA's students and graduates.  
Sending the questionnaire by post was considered the best way to ensure a high level of 
response.  The instrument was also distributed to 38 teachers at IPA’s Dammam branch 
and 119 students in IPA’s post-secondary programmes (before particpating in the Co-op).  
The covering letter explained the purpose of the study, ensured anonymity, and requested 
participation in the study.  The cover letter also gave directions for completing and   75
returning the questionnaire.  Each copy of the questionnaire contained a code number for 
follow-up purposes only.  
Two weeks after the initial mailing, on 29 February 2005, a second mailing was sent to 
industry representatives except two who had responded.  This step was very important to 
ensure receipt of the questionnaire, in addition to asserting the importance of the study. 
The employers group returned 44 questionnaires out of 72.  38 questionnaires were useable 
(with response rate of 53%), while 6 questionnaires were incomplete.  All 38 
questionnaires were returned from teachers and were valid for data analysis.  Students 
(before Co-op) returned 106 useable questionnaires out of 119 (with response rate of 89%). 
13 questionnaires were incomplete.  The 106 students who filled out the questionnaire 
were asked to fill out part 2, after particpating in the Co-op.   The students returned 99 
useable questionnaires (with response rate of 93%), as 7 questionnaires were incomplete.  
The high level of response by teachers and students, both before and after Co-op, was 
expected as the participants of the two groups were within the IPA, and the researcher 
could supervise the administration of the distributing and collection of the questionnaires, 
and answer any question raised by the participants.   
The questionnaires of employers, teachers, and students (before and after Co-op) are 
shown in Appendices (4, 5, 6, and 7).  
Interviews 
It was considered necessary to incorporate a further qualitative component to add to the 
depth of this study.  The following interview questions were asked to explore the scope and 
nature of co-operative education programmes in developing graduates' awareness of 
importance of competencies: 
In your experience after participating in IPA’s Co-op programmes:  
 
•  Do you think that students’ perceptions of the importance of competencies have 
changed?  
 
•  If yes, in what way have they changed?    76
•  Are there any further comments or suggestions for improving students’ awareness 
of the importance of generic competencies, through the Co-op or other related 
sources?  
 
Seven industry professionals were selected randomly from the original 38 participants.  
The researcher e-mailed and phoned the selected participants to arrange face-to-face or 
phone interviews.  Six of these participants were interviewed face to face and only one of 
them was interviewed by phone.  The interviews lasted 50 minutes on average.  All 
interviews were audio-taped and transcribed.  These interviews were analysed and 
significantly added to the richness of the findings obtained from the analysis of the 
questionnaires.  That is because the interview questions were focused on the impact of the 
co-operative education programmes on students’ awareness of the importance of generic 
competencies by asking the employer interviewees about the change that might have 
occurred in students’ perceptions of the importance of competencies (after particpating in 
the Co-op) and whether this change was to give more importance to ‘hard’ or ‘soft’ 
competencies or to both as equal.  The interview was also important to obtain some 
valuable comments to develop students’ awareness of the importance of generic 
competencies, through the Co-op, or any further methods. 
3.12 Data  Analysis 
3.12.1  Analysis of Quantitative Data 
There are a number of specialist software applications available to support quantitative 
data analysis.  These include Minitab for Windows, SPSS for windows and SAS for 
Windows (David and Sutton, 2004).  In this study SPSS v13 was used through the 
following statistical techniques: 
•  Frequency Distribution 
•  Mean Score 
•  One-way ANOVA   77
•  Sheffe 
•  T-test 
•  Kruskal Wallis 
•  Mann-Whitney test 
The researcher also has conducted ‘Direct Ranking’ by using a variance stable scaling 
programme called RANKO.  RANKO presents the data as ranks in reverse order (Peter et 
al., 2004).  Peter et al. explained that direct ranking consists of assigning integers to 
objects, indicating order of preferences or judgments.  If there are k objects the integers 
will run from 1 to k, and a rank value of 1 is given the most desired object and k the least.  
Direct Ranking was used to identify the most important sources that developed students’ 
awareness of the importance of generic competencies.  
Frequency Distribution 
Descriptive statistics was the first procedure in data analysis.  The researcher used the 
frequency distribution to organize the data and identify the number of individual scores in 
each category.  The researcher also needed to compute percentages, which tell the 
proportion of cases contained within each frequency (Bryman & Cramer, 2001).  In this 
study, frequency distribution tables were prepared to generate the results of the 
demographic employers, teachers, and students.  Likewise, this method was used to rank 
the competencies that the participants perceived to be important, and those needed to be 
developed for students in the perceptions of employers and teachers.  
Mean Score 
The mean is the most frequently used measure of central tendency (David & Sutton, 2004; 
Frankfort-Nachmias & Nachmias, 2000).  It is an arithmetical average derived from adding 
up individual scores and dividing by the number of scores (Hittleman & Simon, 2006).  
The mean procedure is applied to compare averages (means) for different groups.  In this 
study mean scores for importance of competencies will be compared between the 
perceptions of employers, teachers and students (before and after particpating in the Co-  78
op), and before that the method will be used to rank competencies according importance 
for each group. 
One-way ANOVA 
One-way analysis of variance (one-way ANOVA) is used to compare two or more group 
means.  It is appropriate whenever you have one quantitative dependent variable and one 
categorical independent variable (Johnson & Christensen, 2004).  Johnson & Christensen 
have reported that analysis of variance techniques use the F-distributions, so these 
techniques might be called F-tests.  One-way ANOVA was used in this study to identify 
the level of significance of importance of competencies among employers, teachers, and 
students, as well as the demographic characteristics of these groups which had more than 
two categories (e.g. age of teachers).  Before conducting ANOVA, it is necessary to check 
normality and homogeneity of variance within each group (Kerr et al., 2002).  The 
normality means that each group is an independent random sample from a normal 
population.  If n (cell size) for each sample is approximately equal, it increases the validity 
of assuming homogeneity (James, 1999).  Levene’s test is designed to test the null 
hypothesis that variances of the groups are the same.  In this study Levene’s test was used 
to test whether the variances of the groups are significantly different.  If the value of 
significance was less than 0.05, (P>95%) that means the assumption of (homogeneity) for 
ANOVA has been violated.   
Sheffe 
McMillan and Schumacher (2001), as cited in (Lin, 2005) explained: 
“When a researcher uses ANOVA to test the null hypothesis that three means 
are the same, the resulting statistically significant F ratio tells the researcher 
only that two or more of the means are different.  Usually the researcher 
needs to employ further statistical tests that will indicate those means that are 
different from each other”. (p. 374) 
If the F value ANOVA was significant (p<0.05), a post hoc analysis with Sheffe method 
was conducted to identify the significant differences between group means in an analysis 
of variance setting.  The Sheffe F-test is the most often used multiple comparison 
technique to follow up a statistically significant value of ANOVA.  It was used in this   79
study, as it is more statistical robust than the Tukey test (another post hoc test using with 
ANOVA) for complex comparisons provided in the study (Hinton, 2004).  
T-test 
The t-test is the most regularly used method to assess the differences in mean between two 
groups (Priest, 2005).  In this study the t-test analyses was used to identify the level of 
significance of importance of competencies among the demographic characteristics of 
employers, teachers and students which had two categories (e.g. age of students).   
Kruskal Wallis test 
The Kruskal-Wallis test is a non-parametric alternative to the one-way ANOVA parametric 
test when the population distributions cannot be normal or when the data are ordinal-level 
rather than interval-level or ratio-level measurements (Bernstein & Bernstein, 1999).  
Kruskal-Wallis was used in this study as a first choice when the size of each group is less 
than 10.  Best & Kahn (2006) reported that many statisticians suggest that parametric tests 
be used, if possible, and that non-parametric tests be used only when parametric 
assumptions cannot be met.  
Mann-Whitney test 
Because the Kruskal-Wallis test shows only that there is a significant difference in the 
means between the groups and does not show between which groups, the Mann-Whitney 
test was used as a post hoc test.  This test makes comparisons between pairs and indicates 
which groups are different from which (Dytham, 2003).  
3.12.2  Analysis of Qualitative Data 
Data analysis in qualitative research is complex.  It is a time-consuming and difficult 
process, especially when the researcher faces massive amounts of field notes, interview 
transcripts, audio recordings, video data, reflections, or information from documents, all of 
which must be examined and interpreted (Ary et al., 2006).   80
Ary et al. see that the task of analysing qualitative data can appear overwhelming.  
However, they reported that this operation becomes manageable when broken down into 
the three stages: familiarisation and organisation, coding and recoding, and summarising 
and interpreting.   
To become familiar with the data, the researcher had read and reread notes and transcripts, 
and listened repeatedly to the audiotapes.  All data from the different types of sources were 
transcribed.  In the coding and recoding stage, the researcher went through all the data and 
marked each unit (paragraph or sentence, etc.) with the appropriate code referring to one of 
the primary categories.  The perspectives held by employers, teachers, and students (before 
and after Co-op) were the primary categories used to organise qualitative data in this study.  
The researcher then classified the data belonging to each group into the five main 
objectives of the study as detailed in Chapter 1.  This category of organising qualitative 
data, according to Bogdan and Biklen (1998) (as cited in Ary et al., 2006) includes more 
specific ways of thinking that subjects may share, as well as their orientation toward 
particular aspects of a setting.  
Through the summarising stage, the researcher made some statements about relationships 
and themes in the data.  He began to narrow his focus onto the objectives of the study by 
transfering these categories or themes into meaningful statements to interpret the words 
and acts of the study’s participants and explore important understandings from them 
regarding the study’s objectives.  Here, the researcher stated the importance of what he 
found, why it is important, and what can be learned from it. 
 
In this study, qualitative data were collected from the following main sources:  
 
•  The third part of the four groups’ questionnaires, which asked the respondents to 
give reasons after making a decision as to which one of the two categories -  hard 
and soft competencies - is more important.   
 
•  The fourth part of the employers’ and teachers’ questionnaires had another 
qualitative question when the participants were asked to justify their choices of 
the five most important competencies that required to be developed in the IPA’s 
post-secondary graduates.     81
•  Interviews with employers were the third main source of qualitative data in this 
study.  Employers were asked to make observations on the changes that occurred 
in students’ awareness of the importance of competencies.  In addition, employers 
were asked to provide further comments or suggestions for improving students’ 
awareness of the importance of generic competencies, through the Co-op or other 
related sources.  
3.13 Attitude  Measurement 
In his 2006 paper entitled ‘Thoughts on attitude measurement’, Norman Reid (2006) has 
stated that the concept of attitude has played an outstanding role throughout the history of 
social psychology (Ajzen & Fishbein, 1980) and numerous definitions of this concept have 
emerged.  Perhaps there are too many definitions (Johnstone & Reid, 1981).  Allport 
(1935, p. 820) (as cited in Reid, 2006) gave a definition which combines many early ideas 
when he talked about “a mental and neural state of readiness to respond, organised through 
experience, exerting a directive and/or dynamic influence on behaviour”.  His definition 
has stood the test of time and influenced many subsequent thinkers and researchers.  Reid 
argued that the concept of attitude had further refinements including those made by Krech 
and Crutchfield (1948), Doob (1947), Katz and Sarnoff (1954) and Osgood et al. (1957).  
For example, in 1958 Rhine referred to an attitude as a “concept with an evaluative 
dimension and this drew attention to an important insight” (Rhine, 1958, p. 364). 
These contributions, according to Reid, have stressed that attitudes involve more than the 
cognitive and that, in particular, the ‘evaluative dimension’ proposed by Rhine has 
assumed greater importance in later work.  Reid concluded that this is what distinguishes 
an attitude from other latent constructs.  He explained his view by the following example: 
A person may know, may have feelings or may experience.  However, it is possible that 
these may lead to evaluation and subsequent decisions.  Thus, for example, a school 
student may have studied some chemistry.  In doing this, the student gains knowledge of 
chemistry and of the learning of chemistry.  The person may come to have negative 
feelings towards chemistry and the acquisition of chemical ideas.  Indeed, the behaviour 
demanded of the student in such studies may be objectionable.  Overall, a negative attitude 
towards chemistry and study in chemistry has developed, such an attitude being expressed   82
in negative evaluations of aspects of chemistry learning.  In turn, such an attitude may lead 
to the rejection of further studies.  
According to Reid, many (e.g., Bagozzi & Burnkrant, 1979; McGuire, 1985) have noted 
that attitudes have three components: 
(1) a knowledge about the object, the beliefs, and ideas components (Cognitive); 
(2) a feeling about the object, like or dislike component (Affective); and 
(3) a tendency towards acting the object component (Behavioural). 
Attitudes are an unobservable hypothetical construct, like any other constructs in 
psychology and education, but they can be inferred from observable behaviours and self-
reports through measurement (Schwarz & Bohner, 2001).  Schwarz & Bohner argue that a 
growing body of literature suggests that attitudes may be much less stable than has 
traditionally been assumed.  They see that self-reports of attitudes are highly context-
dependent and can be profoundly influenced by minor changes in question wording, 
question format or question order. 
Answering an attitude question entails several tasks (Strack & Martin, 1987; Tourangeau, 
1984, as cited in Schwarz & Bohner, 2001).  Respondents (a) need to interpret the question 
to determine the attitude object and evaluative dimension the researcher has in mind. Next, 
they (b) need to retrieve relevant information from memory.  In most cases, a previously 
formed judgment that meets the specifics of the question will not be accessible and they 
have to draw on information that seems relevant to the question at hand.  Relevant 
information includes features of the attitude object, the respondent's apparent affective 
response to the object, as well as information about the respondent's own behaviour with 
regard to the object.  Based on this information, respondents (c) need to compute a 
judgment. Having formed a judgment, they (d) can rarely report it in their own words but 
need to map it onto a set of response alternatives provided by the researcher. Finally, (e) 
respondents may want to edit their private judgment before they communicate it to the 
researcher for reasons of social desirability and self-presentation. Performance at each of   83
these steps is context dependent, yet this context dependency has implications for the 
notion that people hold enduring attitudes. 
In this study, the researcher attempted to ask very clear and understandable questions.  He 
wrote them in the questionnaire using simple Arabic language, with a covering letter 
explaining the purpose of the study.  This procedure was important to help the respondents 
to interpret the questions easily, in order to identify the attitude object(s) and evaluative 
dimension(s) required by the researcher.  To assist the respondents in recalling information 
relevant to the question from memory and forming a judgment on it, the researcher mapped 
most of the questions onto a set of choices.  However, the respondents were asked some 
qualitative questions in the questionnaire as well as during the interviews (employers only) 
to report their judgments in their own words.  All these procedures were applied to form 
the questionnaire for the pilot study.  This pilot study was very helpful in obtaining a good 
understanding of the questionnaire’s questions, and how they were interpreted.  This 
resulted in some minor changes to the questionnaire used in the main study. 
In terms of the scale which was used in this study, the researcher did not give the 
respondents a neutral or ambivalent answer choice.  A 6-point Likert scale has been used.  
This was done so that the respondents had to commit to either the positive or negative end 
of the scale, as they were familiar with the subject of the survey (Infosurv, 2006).   
Reid (2006) reported that despite the risk that self-reporting may be skewed by such things 
as a wish to give ‘desirable’ answers, experience with this technique (like the technique of 
Likert, 1932) shows that, under most conditions, respondents are remarkably honest and 
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Chapter 4:  Results 
 
4.1 Demographic  Characteristics of Participants 
This study is focused on exploring the differences in importance of competencies between 
employers, teachers, and students amongst the demographic characteristics of participants 
of each group.  This section presents different demographic characteristics of the three 
groups.  
4.1.1  Description of Employer Respondents 
4.1.1.1 Activity of Employer-Participants 
Table 5 shows that the largest two groups of organisation-participants specialised in 
Manufacturing (11 companies, 28.9%), and Banks, Finance Institutions (9 companies, 
23.7%).  Third were those in Business Services and Hospitals and Medical Services (4 
companies each, 10.5%). Fifth was Transportation (2 companies, 5.3%).  Agriculture, 
Newspapers, Hotels, Community Services, Electricity, Materials Laboratories, Information 
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Table 5.  Activity of Employer/Organisation-Participants (N=38)   
Activity  Frequency Per  cent 
Manufacturing 11  28.9 
Banks, Finance Institutions  9  23.7 
Business Services  4  10.5 
Hospitals and Medical Services  4  10.5 
Transportation 2  5.3 
Agriculture 1  2.6 
Newspapers 1  2.6 
Hotels 1  2.6 
Community Services  1  2.6 
Electricity 1  2.6 
Materials Laboratories  1  2.6 
Information Technology  1  2.6 
Wholesale and Retail Trade  1  2.6 
 
4.1.1.2 Size of Employer/Organisation-Participants 
As shown in Table 6, most participants were from a company with 51-500 employees (15 
companies, 39.5%).  Second were those from a company with 11-50 employees (13 
companies, 34.2%). The smallest group was those from a company that had more than 500 
employees (10 companies, 26.3%).  
Table 6. Size of Employer/Organisation-Participants (N=38)   
Employees  Frequency Per  cent 
51-500  15 39.5 
11-50  13 34.2 
>500  10 26.3 
   86
4.1.1.3 Participation in IPA’s Co-op 
As Table 7 shows, 21 companies (55.3% of the total sample) had 5-10 years of 
participation in IPA's Co-op.  Second were those with less than 5 years (10 companies, 
26.3%).  Third were those with 11-15 years (7 companies, 18.4%).  
Table 7. Participation in IPA’s Co-op (N=38)  
Years Frequency  Per  cent 
5-10  21 55.3 
Less than 5  10 26.3 
11-15   7 18.4 
 
4.1.1.4 Participation in other organisations’ Co-op 
Table 8 shows that 26 companies (68.4% of the total sample) had participated in other 
organisations’ Co-op, while 12 companies had no previous experience (31.6%).  
Table 8. Participation in other organisations’ Co-op (N=38)   
Participation  Frequency Per  cent 
Yes 26  68.4 
No 12  31.6 
 
4.1.2  Description of Teacher Respondents 
4.1.2.1 Age of Teacher-Participants 
As Table 9 shows, the largest number of teacher-participants were in the 35-44 age range 
(17 people, 44.7%).  The second largest was in the 25-34 age range (11 people, 28.9%). 
The third was the age of range 45-60 (10 people, 26.3%).      
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Table 9. Age of Teacher-Participants (N=38)   
Age group  Frequency  Per cent 
35-44  17 44.7 
25-34  11 28.9 
45-60  10 26.3 
 
4.1.2.2 Nationality of Teacher-Participants 
Table 10 shows that the largest group of teacher-participants was Saudi (27 people, 71.1%) 
Non-Saudi teachers were 11 people, 28.9%.  As is shown in Table 11, the largest group of 
non-Saudi teachers was Jordanian (4 people, 10.5%).  Second were American and 
Senegalese (2 people each, 5.3%).  The smallest groups were Egyptian, Sudanese and 
Syrian (1 person each, 2.6%).  
Table 10. Nationality of Teacher-Participants Classified to Saudi and Non-Saudi 
(N=38)  
Nationality  Frequency Per  cent 
Saudi Arabian  27  71.1 
Non-Saudi 11  28.9 
 
Table 11. Nationality of Teacher-Participants (N=38)   
Nationality  Frequency Per  cent 
Saudi Arabian  27  71.1 
Jordanian 4  10.5 
American 2  5.3 
Senegalese 2  5.3 
Egyptian 1  2.6 
Sudanese 1  2.6 
Syrian 1  2.6 
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4.1.2.3 Qualification of Teacher-Participants 
As shown in Table 12, teachers with a Masters level qualification represented the largest 
group (15 people, 39.5%) of the total sample. Teachers with a High Diploma (10 people, 
26.3%) were the second largest group, and those with Bachelors (7 people, 18.4%) were 
the third. Teachers with Doctorate, PhD (6 people, 15.8%) were the smallest group. 
Table 12. Qualification of Teacher-Participants (N=38)   
Qualification  Frequency Per  cent 
Masters 15  39.5 
High Diploma  10  26.3 
Bachelors 7  18.4 
Doctorate, PhD  6  15.8 
 
4.1.2.4 Department of Teacher-Participants 
Table 13 shows that the largest group of teacher-participants were from the Office 
Management department (11 people, 28.9%).  Second were those from the English 
Language department (9 people, 23.7%).  Third were those in public Administration (7 
people, 18.4%). Private Sector programmes, Computers, Statistics, and Library and 
Information were fourth (2 people each, 5.3%).  The smallest groups were from 
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Table 13. Department of Teacher-Participants (N=38)   
Department  Frequency Per  cent 
Office Management  11  28.9 
English Language  9  23.7 
Public Administration  7  18.4 
Private Sector Programmes 2  5.3 
Computers 2  5.3 
Statistics 2  5.3 
Library and Information  2  5.3 
Accounting 1  2.6 
Hospital Administration  1  2.6 
Materials Management  1  2.6 
 
4.1.2.5 Years of Overall Experience of Teacher-Participants 
As Table 14 shows, 16 teachers (42.1% of the total sample) had 16-20 years teaching 
experience overall.  Teachers with 1-5 years experience were the second most frequent 
group (8 people, 21.1%).  Two groups with 6-10 and 11-15 years experience came last at 
(7 people, 18.4%) for each group.  
Table 14. Years of Overall Experience of Teacher-Participants (N=38)  
Years  Frequency Per  cent 
16-20   16 42.1 
1-5   8 21.1 
6-10   7 18.4 
11-15   7 18.4 
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4.1.2.6 Years of Experience (At IPA) of Teacher-Participants 
As Table 15 shows, 15 teachers (39.5% of the total sample) had more than 1-5 years 
teaching experience at IPA.  Two groups with 11-15 and >15 years experience came next 
at (8 people, 21%) for each group.  The smallest group was those with 6-10 years (7 
people, 18.4%). 
 
Table 15. Years of Experience (At IPA) of Teacher-Participants (N=38)   
Years  Frequency Per  cent 
1-5   15 39.5 
11-15   8 21 
>15  8 21 
6-10   7 18.4 
 
 
4.1.2.7 Programme Taught Most by Teacher-Participants  
As shown in Table 16, Executive Secretary was the programme taught most by teachers 
(15 people, 39.5%).  Sales programme was second (9 people, 23.7%). Third was 
Computers programme (3 people, 7.9%).  Hospital Administration programme was taught 
less by teachers (2 people, 5.3%), while (7 people, 18.4%) had never taught any 
programme before.  
Table 16. Programme Taught Most by Teacher-Participants (N=38)   
Programme  Frequency Per  cent 
Executive Secretary  15  39.5 
Sales 9  23.7 
Never taught any before  7  18.4 
Computers 3  7.9 
Hospital Administration  2  5.3 
Accounting 2  5.3 
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4.1.3  Description of Students Respondents 
4.1.3.1 Major of Student-Participants 
As Table 17 shows, the largest group of students was from the Executive Secretary 
programme (26 people, 26.3%).  Sales programme was the second largest group (24 
people, 24.2%).  Third was Hospital Administration (20 people, 20.2%). Fourth was 
Accounting (16 people, 16.2%).  Computers programme was the smallest (13 people, 
13.1%). 
Table 17. Programme Major of Student-Participants (N=99)     
Programme  Frequency Per  cent 
Executive Secretary  26  26.3 
Sales 24  24.2 
Hospital Administration  20  20.2 
Accounting 16  16.2 
Computers 13  13.1 
 
4.1.3.2 Age of Student-Participants 
Table 18 shows that most students were in the 20-24 age range (86 people, 86.9%).  13 
people (13.1%) were in the 25-29 age range.   
Table 18. Age of Student-Participants (N=99)   
Age  Frequency Per  cent 
20-24  86 86.9 
25-29  13 13.1 
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4.1.3.3 Work Experience of Student-Participants 
As shown in Table 19, 44 students (44.4% of the sample size) had work experience, while 
55 (55.6%) had no work experience.   
Table 19. Work Experience of Student-Participants (N=99)   
Work Experience  Frequency Per  cent 
No work experience  55  55.6 
Work experience  44  44.4 
 
4.2  Objective One: Ranking of Importance of Competencies for IPA's Post-
secondary Graduates Entering the Workplace 
The researcher conducted two competency tests.  Once was without the following added 
competencies: English language (overall), English language (writing), English language 
(speaking), attendance and timekeeping, and confidentiality at work.  Separating out the 
five competencies which were added by the researcher, was important for two reasons: 
1.  In order to make a clear and fair comparison with the other studies (Lin, 2005; Hodges 
& Burchell, 2003; Coll, Zegwaard & Hodges, 2002a, 2002b; Burchell, Hodges & 
Rainsbury, 2001), all of which used at least 24 out of the 26 standard competencies.   
The other ranking was for the five added competencies, in order to explore the 
importance level of these competencies from the respondents’ point of view.  The 
survey instrument contained the 31 competencies and a column for rating importance.  
In the importance scale, the degree of intensity was expressed by six ratings from most 
unimportant to most important.  Importance mean ranges were defined as shown in 
Table 20.   
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Table 20. Mean Level Definition   
Regions Importance 
5.50 and above  Most important 
4.50-5.49 Very  important 
3.50-4.49 Important 
2.50-3.49 Unimportant   
1.50-2.49 Very  unimportant 
1.49 and under  Most unimportant 
 
2.  Isolating the list of 26 competencies from the five additional competencies was also 
important after applying Principal Components Analysis (PCA) as the five additional 
competencies were not grouped into the hard or the soft competencies, according to the 
classification shown in the standard competencies. 
4.2.1  Classification of the Generic Competencies According to Hard and Soft 
To confirm the classification of the standard competencies and to explore the classification 
of the suggested five competencies added by the researcher in this study, Principal 
Component Analysis tests were used.  Principal Component Analysis is used to find latent 
variables or factors among observed variables.  In other words, if the data contains many 
variables, Principal Component Analysis is used to reduce the number of variables through 
grouping variables that are related to the same theoretical concept (latent variable) 
together. Thus by using Principal Component Analysis we can produce a small number of 
factors (latent variables) from a large number of variables, which are capable of explaining 
the observed variance in the larger number of variables. The reduced set of factors are used 
for further analysis of causal relationships.  
 
Principal Component Analysis, like factor analysis, involves three stages:  
1.  The first step, which usually researchers start with, is to determine the suitability of 
running Principal Component Analysis.  The measures used to determine the suitability 
of Principal Component Analysis have been proposed by Kaiser (1974) and are based   94
on an index that compares correlation and partial correlation coefficients (these 
measures of sampling adequacy are also known by statisticians as Kaiser–Meyer–
Olkin, or KMO statistics).  KMO statistics take values between 0 and 1.  When the 
values are high (close to 1) then the sum of the correlation coefficients is relatively 
large compared to the sum of the partial correlation coefficients.  This suggests a 
pattern of correlation in the data confirming the suitability of using Principal 
Component Analysis.  On the other hand, if the sum of the partial correlation 
coefficients is relatively large compared to the correlation coefficients, the 
relationships in the data are likely to be quite diffuse.  This suggests a situation where it 
is unlikely that the variables will form distinct factors.  Table 21 presents details of 
how KMO statistics can be interpreted.   
 
Table 21. Interpretation of the KMO Statistics   
KMO statistic  Interpretation 
In the .90s  Marvellous 
In the .80s   Meritorious 
In the .70s  Middling 
In the .60s  Mediocre 
In the .50s  Miserable 
Below .50  Unacceptable 
Resource: Kaiser, 1974.    
2.  The second procedure involves factor extraction from the correlation matrix that is 
customarily based on the correlation coefficients of the variables. The goal of factor 
extraction is to determine the factors needed to represent the data.  
3.  Thirdly, the researcher chooses a rotation method in order to maximize the relationship 
between the variables and some of the factors. The rotation can be used to transform 
the factors to make them more easily interpretable.  
 
Analysis of the Standard Competencies 
Before proceeding to explore the underlying patterns of the standard competencies, a 
Kaiser–Meyer–Olkin measure of sampling adequacy was used to determine the suitability   95
of Principal Component Analysis (data reduction procedure) for the standard competencies 
variables.  
When applying Principal Component Analysis five subjects per item is recommended, with 
a minimum of 100 subjects, regardless of the number of items (Gorsuch,1983).  However, 
the estimated KMO statistics of the standard competencies variables was 0.898, which can 
be described as "meritorious" (Hair et al 1995; Kaiser, 1974), indicating that the data 
obtained from the sample of 99 students (before Co-op) about the importance of the 
standard competencies was suitable for factor analysis.  Most of the factor loadings were 
greater than 0.60, indicating a good correlation between the items and the factor grouping 
they belong to.  There was no item loading less than 0.3.  Kline (1994) stated that it is 
usual to regard factor loadings as high if they are greater than 0.6 (the positive or negative 
sign is irrelevant) and moderately high if they are above 0.3.  
When the researcher asked the SPSS programme to divide the data of the standard 
competencies into two groups, by using Varimax rotation, the result showed that the two 
factors explains 50.4% of the variance in the data set with (eigenvalues =1 and above).  
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Table 22. Factors of the Standard Competencies   





 Factor 1: Soft competencies     11.6 44.5 
Impact and Influence on others  .789    
Customer service orientation  .696    
Organisational commitment  .695    
Developing others  .687    
Achievement orientation  .684    
Ability and willingness to learn  .675    
Team leadership  .642    
Organisational awareness  .639    
Flexibility .631    
Initiative .624    
Teamwork and co-operation  .614    
Relationship building  .605    
Interpersonal understanding  .601    
Information seeking  .576    
Energy & passion  .573    
Self-confidence .619    
Concern for order, quality and accuracy  .545    
Problem solving  .542    
Self-control .515    
Impact and Influence on others  .789    
Factor 2: Hard competencies     1.5 5.9 
Technical expertise  .793    
Computer literacy  .782    
Conceptual thinking  .637    
Analytical thinking  .497    
Written communication  .499    
Personal planning and organisational skills  .559    
Total variance explained     50.4% 
 
From the previous table, factor 1, soft competencies, explained 44.5% of the variance with 
an eigenvalue of 11.6.  All the items that made up this factor grouping reflected the 20 soft 
competencies of the standard list.  
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Factor 2: Hard competencies, includes six items, and accounts for 5.9% of the variance in 
the data, with an eigenvalue of 1.5.  The six items in this factor reflected all the hard 
competencies in the standard list.   
This result indicated that Principal Component Analysis (PCA) has confirmed the 
classification of competencies as hard or soft suggested by the literature of the standard 
competencies’ list, as used in this study. 
Analysis of the Five Additional Competencies 
The estimates of KMO statistics of the five additional competencies variables was 0.760, 
which can be described as "middling" (Hair et al 1995; Kaiser, 1974), indicating that the 
data obtained from students (before Co-op) of the importance of the five additional 
competencies was suitable for factor analysis.  All of the factor loadings were greater than 
0.65, indicating high correlation between the items and the factor grouping they belong to 
(Kline, 1994).  
The principal component analysis has grouped all the five additional competencies in only 
one group.  Therefore, this result cannot be rotated.  The results showed that this one factor 
explains 59% of the variance in the data, with an eigenvalue of 2.9. (See Table 23)  
Table 23. Factors of the Five Additional Competencies   





Additional Competencies     2.9 59% 
English language (overall)  .869    
English language (writing)  .837    
English language (speaking)  .787    
Attendance and timekeeping  .676    
Confidentiality at work  .647    
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Analysis of the Standard Competencies + the Five Additional Competencies 
A.  Analysis of the Standard Competencies + the Five Additional Competencies 
into Possible Factors 
 
The estimates of KMO statistics of the 31 competencies variables was 0.890, which can be 
described as "meritorious" (Hair et al 1995; Kaiser, 1974), indicating that the data obtained 
from students (before Co-op) about the importance of the 31 competencies was suitable for 
factor analysis.  The items were grouped into 7 factors.  The results explained 68.6% of the 
variance in the data set with (eigenvalues =1 and above).  The first factor accounted for 
42.3% of the variance, the second 7.2.%, the third 4.5%, the fourth 3.2%, the fifth 3.6%, 
the sixth 3.4%, and the seventh factor accounted for 3.3%  (See Table 24).  Mostly, all of 
the items were loading on just two factors with loadings greater than 0.60, indicating high 
correlation between the items and the factor grouping they belong to (Kline, 1994). (See 
Table 25).  Therefore, the researcher asked the SPSS programme to divide the data of the 
31 competencies into two factors as the purpose of applying Principal Component Analysis 
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Table 24. Eigenvalues of the First 7 Factors and Total Variance Explained   
Component  Initial Eigenvalues  Extraction Sums of Squared Loadings  Rotation Sums of Squared Loadings 
   Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative % 
1  13.110  42.289  42.289  13.110  42.289  42.289  3.947  12.734  12.734
2  2.234  7.206  49.496  2.234  7.206  49.496  3.915  12.629  25.363
3  1.406  4.534  54.030  1.406  4.534  54.030  3.708  11.961  37.324
4  1.299  4.189  58.219  1.299  4.189  58.219  3.197  10.313  47.637
5  1.127  3.636  61.855  1.127  3.636  61.855  2.959  9.545  57.182
6  1.045  3.372  65.226  1.045  3.372  65.226  2.166  6.986  64.168
7  1.037  3.344  68.571  1.037  3.344  68.571  1.365  4.402  68.571
8  .895  2.887  71.458             
9  .847  2.733  74.191             
10  .734  2.366  76.557             
11  .710  2.292  78.848             
12  .681  2.196  81.044             
13  .631  2.037  83.081             
14  .523  1.686  84.767             
15  .502  1.620  86.387             
16  .475  1.533  87.921             
17  .445  1.435  89.356             
18  .422  1.360  90.716             
19  .380  1.227  91.943             
20  .342  1.105  93.048             
21  .321  1.037  94.085             
22  .320  1.033  95.117             
23  .231  .745  95.863             
24  .227  .733  96.595             
Extraction Method: Principal Component Analysis. 
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Table 24 (continued) 
Initial Eigenvalues  Extraction Sums of Squared Loadings  Rotation Sums of Squared Loadings 
Component  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative % 
24  .227  .733  96.595             
25  .203  .656  97.252             
26  .179  .578  97.830             
27  .168  .540  98.370             
28  .166  .535  98.905             
29  .131  .421  99.326             
30  .110  .355  99.681             
31  .099  .319  100.000             
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Table 25. Factors of Standard Competencies + the Five Additional Competencies 
Component 
Competency  1  2  3  4  5  6  7 
Self-confidence  .800        -.324          
Initiative  .773                   
Achievement orientation  .767                   
Energy & passion  .742                   
Teamwork and co-operation  .730           -.329       
Flexibility  .726                 .429
Relationship building  .719                   
Ability and willingness to 
learn 
.706                 -.308
Customer service orientation  .699                 -.345
Attendance, and timekeeping  .698           -.368       
Concern for order, quality and 
accuracy 
.693                   
Team leadership  .684           -.394       
Organisational commitment  .676  -.320                
Impact and Influence on 
others 
.665     -.374             
Self-control  .654        -.327          
Problem solving  .652        .379     .317    
Confidentiality at work  .649                   
Information seeking  .643        .323          
Analytical thinking  .640     .311  .312          
Conceptual thinking  .628     .468             
Personal planning and 
organisational skills 
.623              .459    
Organisational awareness  .614                   
Interpersonal understanding  .590        -.426          
Directiveness  .584              -.350    
Developing others  .574  -.302        .398     .363
Computer literacy  .549  .416  .318             
English language (writing)  .491  .703                
English language (overall)  .547  .614                
English language (speaking)  .520  .610                
Written communication  .422  .437     .354     -.360    
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B.  Analysis of the Standard Competencies + the Five Additional Competencies 
into Two Factors 
 
The estimates of KMO statistics of the 31 competencies variables was 0.890, which can be 
described as "meritorious" (Hair et al 1995; Kaiser, 1974), indicating that the data obtained 
from students (before Co-op) about the importance of the 31 competencies was suitable for 
Principal Component Analysis.  The results explained 49.5% of the variance in the data set 
with (eigenvalues =1 and above).  The first factor accounts for 42.3% of the variance, and 
the second 7.2.% (See Table 26).  Most of the factor loadings were greater than 0.60, 
indicating high correlation between the items and the factor grouping they belong to 
(Kline, 1994).  As it shown in Table 27, the addition of the five additional competencies to 
the 26 standard competencies has not resulted in grouping them into the hard or the soft 
competencies.    
However, most of the soft competencies in the 26 standard competencies were grouped in 
the first factor.  Two of the five additional competencies (attendance and timekeeping, and 
confidentiality at work) were in the first factor.  Therefore, the researcher considered that 
as evidence to classify them as soft competencies.  On the other hand, the three English 
language competencies came together in the second factor, with the following hard 
competencies: computer literacy, written communication, and technical expertise.  
However, the other three hard competencies came with the soft competencies in the first 
factor.  Therefore, the researcher tended to classify English language (writing), English 
language (speaking), and English language (overall) as soft competencies according to the 
literature (See page 55).  This classification of the three English language competencies as 
soft competencies did not affect the findings of this study as the researcher conducted two 
competency tests.  One was without the five additional competencies which were added by 
the researcher.  This procedure was important also to make a clear and fair comparison 
with the other studies (Lin, 2005; Hodges & Burchell, 2003; Coll, Zegwaard & Hodges, 
2002a, 2002b; Burchell, Hodges & Rainsbury, 2001) which used the 26 standard 
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Table 26. Eigenvalues of the First 2 Factors and Total Variance Explained  
Initial Eigenvalues  Extraction Sums of Squared Loadings  Rotation Sums of Squared Loadings 
Component  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative % 
1  13.110  42.289  42.289  13.110  42.289  42.289  10.470  33.776  33.776
2  2.234  7.206  49.496  2.234  7.206  49.496  4.873  15.720  49.496
3  1.406  4.534  54.030             
4  1.299  4.189  58.219             
5  1.127  3.636  61.855             
6  1.045  3.372  65.226             
7  1.037  3.344  68.571             
8  .895  2.887  71.458             
9  .847  2.733  74.191             
10  .734  2.366  76.557             
11  .710  2.292  78.848             
12  .681  2.196  81.044             
13  .631  2.037  83.081             
14  .523  1.686  84.767             
15  .502  1.620  86.387             
16  .475  1.533  87.921             
17  .445  1.435  89.356             
18  .422  1.360  90.716             
19  .380  1.227  91.943             
20  .342  1.105  93.048             
21  .321  1.037  94.085             
22  .320  1.033  95.117             
23  .231  .745  95.863             
Extraction Method: Principal Component Analysis. 
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Table 26 (continued) 
Initial Eigenvalues  Extraction Sums of Squared Loadings  Rotation Sums of Squared Loadings 
Component  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative %  Total  % of Variance  Cumulative % 
24  .227  .733  96.595             
25  .203  .656  97.252             
26  .179  .578  97.830             
27  .168  .540  98.370             
28  .166  .535  98.905             
29  .131  .421  99.326             
30  .110  .355  99.681             
31  .099  .319  100.000             
Extraction Method: Principal Component Analysis.   105
Table 27. Factors of Standard Competencies + the Five Additional Competencies 
Classified into Two Factors 
 
Competency  Component 
   1  2 
Organisational commitment  .746   
Achievement orientation  .739   
Team leadership  .724   
Impact and Influence on others  .698   
Teamwork and co-operation  .698   
Flexibility  .693   
Ability and willingness to learn  .668   
Energy & passion  .667 .328
Developing others  .648   
Concern for order, quality and accuracy  .647   
Customer service orientation  .646   
Personal planning and organisational skills  .646   
Initiative  .645 .430
Self-confidence  .635 .502
Analytical thinking  .630   
Organisational awareness  .607   
Self-control  .601   
Relationship building  .597 .405
Interpersonal understanding  .584   
Problem solving  .581   
Attendance and timekeeping  .577 .397
Information seeking  .572   
Confidentiality at work  .562 .324
Directiveness  .558   
Conceptual thinking  .546 .309
English language (writing)     .854
English language (overall)     .804
English language (speaking)     .787
Computer literacy     .632
Written communication     .588
Technical expertise  .314 .496
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
a Rotation converged in 3 iterations.   106
4.2.2 Employers’  Rating 
Table 28 shows the estimated mean and standard deviation scores for Employers’ 
perceptions of the importance of each competency in the standard competencies’ list.  As 
the table shows, the importance means of competencies were mostly above 4, ranging from 
5.45 to 3.55. 
Figure 5 illustrates the rating of the importance of competencies in order.  No competency 
was seen as ‘most important’.  The following 16 competencies ranked as ‘very important’, 
in order, were: achievement orientation (5.45), concern for order, quality and accuracy 
(5.37), initiative (5.16), written communication (5.13), self-confidence (4.97), ability and 
willingness to learn (4.92), self-control (4.89), interpersonal understanding (4.82), 
flexibility (4.76), relationship building (4.74), energy & passion (4.71), information 
seeking (4.68), computer literacy (4.66), customer service orientation (4.61), organisational 
awareness (4.58), and personal planning and organisational skills (4.53).  The last 10 
ranked competencies were seen as important by employers: problem solving, 
organisational commitment, technical expertise, impact and influence on others (4.42), 
teamwork and cooperation (4.18), conceptual thinking (4.08), directiveness (3.87), 
developing others (3.79), analytical thinking (3.74), and team leadership (3.55). 
Table 29 shows the estimated mean and standard deviation scores for employers’ 
perceptions of the importance of the five added competencies among the original 26 
competencies.   
Figure 6 illustrates the rating of five additional competencies added for this study in order 
of importance.  Confidentiality at work (5.61) was the only one ranked as ‘most 
important’, while the other four competencies were ranked as ‘very important’, with the 
following mean scores: attendance, and timekeeping (5.47), English language (writing) 
(5.29), English language (speaking) (5.11), English language (overall) (5.00). 
In employers’ ratings of the standard 26 competencies, the ten most important 
competencies, in order, were achievement orientation, concern for order, quality and 
accuracy, initiative, written communication, self-confidence, ability and willingness to 
learn, self-control, interpersonal understanding, flexibility, and relationship building.    107
However the order of these competencies changed when we added the five suggested 
competencies.   
The five least important competencies according to employers’ perceptions were: team 
leadership, analytical thinking, developing others, directiveness, and conceptual thinking. 
The ranking of the five additional competencies was as follows: confidentiality at work, 
and attendance and timekeeping came first and second, in that order.  English language 
(writing) was fifth, English language (speaking), and English language (overall) were 
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Table 28. Importance of Standard Competencies as Perceived by Employer-
Participants (N=38) 







Hard Competencies    (6  Comp.)   
Analytical thinking  3.74 1.671  6  25 
Conceptual thinking  4.08 1.634  5  23 
Technical expertise  4.42 1.500  4  17 
Computer literacy  4.66 1.582  2  13 
Written communication  5.13 1.143  1  4 
Personal planning and organisational skills  4.53 1.572  3  16 
Soft Competencies     (20  Comp.)   
Achievement orientation  5.45 .950  1  1 
Concern for order, quality and accuracy  5.37 .913  2  2 
Initiative  5.16 1.053  3  3 
Information seeking  4.68 1.141  11  12 
Interpersonal understanding  4.82 1.227  7  8 
Ability and willingness to learn  4.92 1.477  5  6 
Customer service orientation  4.61 1.516  12  14 
Impact and Influence on others  4.42 1.426  14  17 
Organisational awareness  4.58 1.426  13  15 
Relationship building  4.74 1.408  9  10 
Developing others  3.79 1.663  19  24 
Directiveness  3.87 1.742  18  22 
Teamwork and cooperation  4.18 1.943  17  21 
Team leadership  3.55 1.781  20  26 
Self-control  4.89 1.134  6  7 
Self-confidence  4.97 1.052  4  5 
Flexibility  4.76 1.195  8  9 
Organisational commitment  4.42 1.926  14  17 
Problem solving  4.42 1.671  14  17 
Energy & passion  4.71 1.541  10  11 
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able 29. I ncies  Addi om s fo
tudy as Perceived by Em ts (N 8) 





Hard competencies   (6  Co .)  mp  
Analytical thinking  3.74 1.671  6  30 
Conceptual thinking  4.08 1.634  27  5 
Technical expertise  4.42 1.500  22  4 
Computer literacy  4.66 1.582  2  18 
Written communication  5.13 1.143  1  7 
Personal planning and organisational skills  4.53 1.572  3  21 
Soft competencies     (25  Comp.)   
Achievement orientation  5.45 .950  3  3 
Concern for order, quality and accuracy  5.37 .913  4  4 
Initiative  5.16 1.053  6  6 
Information seeking  4.68 1.141  16  17 
Interpersonal understanding  4.82 1.227  12  13 
Ability and willingness to learn  4.92 1.477  10  11 
Customer service orientation  4.61 1.516  17  19 
Impact and Influence on others  4.42 1.426  19  22 
Organisational awareness  4.58 1.426  18  20 
Relationship building  4.74 1.408  14  15 
Developing others  3.79 1.663  24  29 
Directiveness  3.87 1.742  23  28 
Teamwork and cooperation  4.18 1.943  22  26 
Team leadership  3.55 1.781  25  31 
Self-control  4.89 1.134  11  12 
Self-confidence  4.97 1.052  9  10 
Flexibility  4.76 1.195  13  14 
Organisational commitment  4.42 1.926  19  22 
Problem solving  4.42 1.671  19  22 
Energy & passion  4.71 1.541  15  16 
English language (overall)  5.00  1.185  8  9 
English language (writing)  5.29  .956  5  5 
English language (speaking)  5.11  1.158  7  8 
Attendance, and Timekeeping  5.47  .979  2  2 















































































Competencies added by the researcher (Soft)   
 
Figure 6. Employers’ rating of the importance of standard competencies + additional 
competencies for this study for IPA’s post-secondary graduates entering the 
workplace (N=38) 
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4.2.3 Teachers’  Rating 
The estimated mean and standard deviation scores for teachers’ perceptions of the 
importance of each competency in the standard list are shown in Table 30.  The importance 
means of competencies were all greater than 4, ranging from 5.39 to 4.13. 
Figure 7 illustrates the rating of the importance of the standard competencies in order.  No 
competency was seen as ‘most important’.  The following 22 competencies ranked as very 
important, in order, were: concern for order, quality and accuracy (5.39), computer literacy 
(5.32), customer service orientation (5.18), self-confidence, self-control, ability and 
willingness to learn (5.08), energy & passion (5.05), written communication, teamwork 
and cooperation, interpersonal understanding (5.00), flexibility (4.95), relationship 
building , achievement orientation (4.89), organisational commitment (4.84), personal 
planning and organisational skills (4.79), initiative (4.76), problem solving (4.74), impact 
and influence on others (4.71), information seeking (4.68), organisational awareness 
(4.66), team leadership (4.58), and technical expertise (4.50).  The last 4 competencies 
ranked as ‘important’ by teachers were: developing others (4.42), analytical thinking 
(4.29), conceptual thinking (4.26), and directiveness (4.13). 
Table 31 shows the estimated mean and standard deviation scores for teachers’ perceptions 
of the importance of with the five additional competencies added for this study.   
Figure 8 illustrates the rating of the importance of the five competencies in order.  All the 
five competencies were ranked as ‘very important’, with the following mean scores: 
attendance and timekeeping (5.45), confidentiality at work (5.34), English language 
(writing) (5.08), English language (overall) (4.89), and English language (speaking) (4.79). 
In teachers’ ratings of the standard competencies’ list, the ten most important 
competencies, in order, were: concern for order, quality and accuracy, computer literacy, 
customer service orientation, self-control, self-confidence, ability and willingness to learn, 
energy & passion, written communication, teamwork and cooperation, and interpersonal 
understanding.     113
The least important competencies in teachers’ perceptions were: directiveness, conceptual 
thinking, analytical thinking, developing others, and technical expertise.   
When the five additional competencies were added, the teachers’ point of view was as 
follows: attendance, and timekeeping came first, confidentiality at work was third.  English 
language (writing) came fifth, while English language (overall) was ranked fifteenth, and 
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Table 30. Importance of Standard Competencies as Perceived by Teacher-
Participants for IPA’s post-secondary graduates entering the workplace (N=38) 







Hard competencies   (6  Comp.)   
Analytical thinking  4.29 1.469  5  24 
Conceptual thinking  4.26 1.267  6  25 
Technical expertise  4.50 1.573  4  22 
Computer literacy  5.32 .702  1  2 
Written communication  5.00 .986  2  8 
Personal planning and organisational skills  4.79 1.298  3  15 
Soft competencies     (20  Comp.)  
Achievement orientation  4.89 1.203  10  12 
Concern for order, quality and accuracy  5.39 .916  1  1 
Initiative  4.76 1.101  13  16 
Information seeking  4.68 1.276  16  19 
Interpersonal understanding  5.00 1.040  7  8 
Ability and willingness to learn  5.08 1.171  3  4 
Customer service orientation  5.18 .982  2  3 
Impact and Influence on others  4.71 1.160  15  18 
Organisational awareness  4.66 1.258  17  20 
Relationship building  4.89 1.060  10  12 
Developing others  4.42 1.244  19  23 
Directiveness  4.13 1.143  20  26 
Teamwork and cooperation  5.00 1.185  7  8 
Team leadership  4.58 1.368  18  21 
Self-control  5.08 1.148  3  4 
Self-confidence  5.08 .969  3  4 
Flexibility  4.95 .985  9  11 
Organisational commitment  4.84 1.197  12  14 
Problem solving  4.74 1.107  14  17 
Energy & passion  5.05 .804  6  7 
   
 
















Figure 7. Teachers’ rating of the importanc tan omp cies for I ’s 
post-second orkplace (N=38) 
 
 
tan omp cies for I ’s 
post-second orkplace (N=38) 
 
 
e of s e of s dard c dard c eten eten PA PA
























pact and influence on others
Problem solving
Initiative













Ability and willingness to learn
Customer service orientation
Computer literacy





  Soft Competency 
mpetency    Hard Co    116
T mportance of Standard Compete  + A nal C petencie r this 







(31 C .) 
able 31. I ncies dditio om s fo





Hard competencies   (6  Co .)  mp  
Analytical thinking  4.29 1.469  5  29 
Conceptual thinking  4.26 1 30  .267  6 
Technical expertise  4.50 1.573  4  27 
Computer literacy  5.32 .702  1  4 
Written communication  5.00 .986  2  11 
Personal planning and organisational skills  4.79 1.298  3  19 
Soft competencies     (25  Comp.)  
Achievement orientation  4.89 1.203  13  15 
Concern for order, quality and accuracy  5.39 .916  2  2 
Initiative  4.76 1.101  18  21 
Information seeking  4.68 1.276  21  24 
Interpersonal understanding  5.00 1.040  10  11 
Ability and willingness to learn  5.08 1.171  5  6 
Customer service orientation  5.18 .982  4  5 
Impact and Influence on others  4.71 1.160  20  23 
Organisational awareness  4.66 1.258  22  25 
Relationship building  4.89 1.060  13  15 
Developing others  4.42 1.244  24  28 
Directiveness  4.13 1.143  25  31 
Teamwork and cooperation  5.00 1.185  10  11 
Team leadership  4.58 1.368  23  26 
Self-control  5.08 1.148  5  6 
Self-confidence  5.08 .969  5  6 
Flexibility  4.95 .985 12  14 
Organisational commitment  4.84 1.197  16  18 
Problem solving  4.74 1.107  19  22 
Energy & passion  5.05 .804  9  10 
English language (overall)  4.89  1.158  13  15 
English language (writing)  5.08  .941  5  6 
English language (speaking)  4.79  1.094  17  19 
Attendance, and Timekeeping  5.45  .950  1  1 
Confidentiality at work  5.34  1.169  3  3 
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Figure 8. Teachers’ rating of the importance of standard competencies
Soft Competency 
Hard Competency 
Competencies added by the researcher (Soft) 
workplace (N=38) 
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4.2.4  Students’ Rating (before Particpating in the Co-op) 
Table 32 shows the mean and standard deviation scores for students’ perceptions (before 
f the importance of competencies in order.  Concern for 
order, quality and accuracy was the only competency seen as ‘most important’ by 
ked as 
), relationship building, 
customer service orientation (5.34), self-control (5.29), impact and influence on others 
onal 
 others 
(5.00), analytical thinking (4.95), information seeking (4.92), conceptual thinking (4.86), 
exibility (4.78), and directiveness (4.77). 
able 33 shows the estimated mean and standard deviation scores for students’ 
perceptions (before Particpating in the Co-op) of the importance of the different 
petencies with the five additional competencies added for this study.   
igure 10 illustrates the rating in order of importance of the competencies including the 
petencies.  All the five competencies were ranked as ‘very important’, 
with the following mean scores: attendance and timekeeping (5.45), confidentiality at 
ork (5.34), English language (writing) (5.08), English language (overall) (4.89), and 
English language (speaking) (4.79). 
In students’ rating (before particpating in the Co-op) of the standard competencies’ list, 
e ten most important competencies, in order, were: ability and willingness to learn, self-
confidence, interpersonal understanding, Initiative, relationship building, customer 
rvice orientation, self-control, impact and influence on others, computer literacy, and 
teamwork and cooperation.   
particpating in the Co-op) of the importance of each competency in the standard 
competencies list.  As is shown in the table, the importance means of the competencies 
were mostly above 5, ranging from 5.55 to 4.77. 
Figure 9 illustrates the rating o
students (before particpating in the Co-op).  The following 25 competencies ran
‘very important’, in order, were: ability and willingness to learn (5.49), self-confidence 
(5.45), interpersonal understanding (5.41), initiative (5.40
(5.27), computer literacy, teamwork and cooperation (5.26), achievement orientation 
(5.22), energy & passion (5.21), team leadership (5.18), problem solving (5.17), pers
planning and organisational skills (5.14), organisational commitment, organisational 
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The five least important competencies of those on the standard list in students’ 
perceptions (before particpating in the Co-op) were: directiveness, flexibility, conceptual 
inking, information seeking, and analytical thinking.   
he ranking of the five additional competencies in students’ point of view (before Co-op) 
was as follows: attendance and timekeeping came third, confidentiality at work was 
venth.  English language (writing) came nineteenth, while English language (overall) 
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Table 32. Importance of Standard Competencies as Perceived by Student-
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Hard competencies   (6  Comp.)   
Analytical thinking  4.95 1.073  5  22 
Conceptual thinking  4.86 1.112  6  24 
Technical expertise  5.01 1.336  3  19 
Computer literacy  5.26 1.016  1  10 
Written communication  5.00 .986  4  20 
Personal planning onal skills  5.14 .892  2  16  and organisati  
Soft competencies     (20  Comp.)  
Achievement orientation  5.22 1.065  11  12 
Concern for order, quality and accuracy  5.55 .786  1  1 
Initiative  5.40 .868  5  5 
Information seeking  4.92 1.007  18  23 
Interpersonal understanding  5.41 .857  4  4 
Ability and willingness to learn  5.49 .862  2  2 
Customer service orientation  5.34 .894  6  6 
Impact Influence on others  5.27 .843  9  9   and 
Organisational awareness  5.03 .974 15  17 
Relationship building  5.34 .835  7  7 
Developing other 5   s  .00 .969 17  20 
Directiveness  4.77 1.105  20  26 
Teamwork and cooperation  5.26 .921 10   10 
Team leadership  5.18 1.004  13  13 
Self-control  5.29 .860  8  8 
Self-confidence  5.45 .812  3  3 
Flexibility  4.78 .954 19  25 
Organisational commitment  5 1 15  .03  .025  17 
Problem solving  5.17 .948 14  15 
Energy & passion  5.21 .884 14   12 
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Figure 9. Students’ rating (before particpating in the Co-op) of the importance of 
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Table 33. Importance of Standard Competencies + Additional Competencies for this 
Study as Perceived by Student-Participants (Before Particpating in the Co-op) 
(N=99)  







Hard competencies   (6  Comp.)   
Analytical thinking  4.95 1.073  5  25 
Conceptual thinking  4.86 1.112  6  28 
Technical expertise  5.01 1.336  3  22 
Computer literacy  5.26 1.016  1  12 
Written communication  5.00 .986  4  23 
Personal planning and organisational skills  5.14 .892  2  18 
Soft competencies     (25  Comp.)  
Achievement orientation  5.22 1.065  13  14 
Concern for order, quality and accuracy  5.55 .786  1  1 
Initiative  5.40 .868  6  6 
Information seeking  4.92 1.007  21  26 
Interpersonal understanding  5.41 .857  5  5 
Ability and willingness to learn  5.49 .862  2  2 
Customer service orientation  5.34 .894  7  7 
Impact and Influence on others  5.27 .843 11  11 
Organisational awareness  5.03 .974 18  20 
Relationship building  5.34 .835  7  7 
Developing others  5.00 .969 20  23 
Directiveness  4.77 1.105  25  31 
Teamwork and cooperation  5.26 .921 12  13 
Team leadership  5.18 1.004  15  16 
Self-control  5.29 .860 10  10 
Self-confidence  5.45 .812  3  3 
Flexibility  4.78 .954 24  30 
Organisational commitment  5.03 1.025  18  20 
Problem solving  5.17 .948 16  17 
Energy & passion  5.21 .884 14  15 
English language (overall)  4.89  1.158  22  27 
English language (writing)  5.08  .941  17  19 
English language (speaking)  4.79  1.094  23  29 
Attendance, and Timekeeping  5.45  .950  3  3 
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Figure 10. Students’ rating (before particpating in the Co-op) of the importance of 
standard competencies + additional competencies for this study for IPA’s post-
secondary graduates entering the workplace (N=99)     124
4.2.5  Students’ Rating (after Particpating in the Co-op) 
Table 34 shows the estimated mean and standard deviation scores for students’ 
perceptions (after particpating in the Co-op) of the importance of each competency in the 
cies in order.  The two 
competencies seen as ‘most important’, in order, were: self-confidence (5.55), and 
omputer literacy (5.52).  The following 24 competencies ranked as ‘very important’, in 
order, were: concern for order, quality and accuracy (5.49), ability and willing to learn 
.40), initiative (5.39), customer service orientation (5.36), interpersonal understanding 
(5.35), energy & passion (5.33), teamwork and cooperation (5.31), self-control (5.29),  
chievement orientation (5.28), relationship building (5.24), organisational commitment 
(5.19), problem solving (5.17), flexibility (5.14), technical expertise (5.12), personal 
lanning and organisational skills (5.10), team leadership (5.07), impact and influence 
ation seeking (5.05), written communication (5.02), analytical 
thinking (5.00), conceptual thinking (4.98), organisational awareness (4.94), developing 
hers (4.86), and directiveness (4.63).  
able 35 shows the estimated mean and standard deviation scores for students’ 
perceptions (after particpating in the Co-op) of the different competencies including the 
portance of the five competencies added for this study.   
igure 12 illustrates the rating in order of importance of the competencies including the 
five competencies.  Four out of the five competencies were ranked as ‘most important’, 
ith the following mean scores: English language (overall) (5.70), confidentiality at work 
(5.60), attendance and timekeeping (5.59), and English language (speaking) (5.58).  
nglish language (writing) was ranked as very important with a (5.45) mean score. 
 students’ ratings (after particpating in the Co-op) of the standard competencies list, the 
ten most important competencies, in order, were: self-confidence, computer literacy, 
oncern for order, quality and accuracy, ability and willing to learn, initiative, customer 
service orientation, interpersonal understanding, energy & passion, teamwork and 
ooperation, and self-control.   
standard competencies list.  As it presented in the table, the importance means of 
competencies were mostly above 5, ranging from 5.55 to 4.63. 
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The five least important competencies of those on the standard list in students’ 
perceptions (after particpating in the Co-op) were: directiv ne e ss, developing others, 
organisational awareness, conceptual thinking, and analytical th
The ranking of the five additional competencies in students’ poi  ( p) 
was as the following: English language (overall) was first, Conf me 
second, Attendance, and Timekeeping was third, English language (speaking) cam














nt of view After Co-o
identiality at work ca
e 
anke hth.  
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Table 34. Importance of Standard Competencies as Perceived by Student-
Participants (After Particpating in the Co-op) (N=99)   
Competency 
Ranking  Ranking 
l 
p.)
M  SD  within 
category 
overal
(26 Com  
Hard competencies     (6  Comp.)  
Analytical thinking  5.00 1.010  5  22 
Conceptual thinking  4.98 .969  6  23 
Technical expertise  5.12 1.154  2  16 
Computer literacy  5.52 .908  1  2 
Written communication  5.02 .947  4  21 
Personal planning and organisational skills  5.10 .920  3  17 
Soft competencies     (20  Comp.)  
Achievement orientation  5.28 .893 10  11 
Concer cy  5.49 .774  2  3  n for order, quality and accura
Initiative  5.39 .855  4  5 
Information seeking  5.05 .919  20  17 
Interpersonal un ng  5   derstandi .35 .951 6  7 
Ability and willingness to learn  5.40 .957  3  4 
Customer service orientation  5.36 1.083 6    5 
Impact and Influence on others  16  19  5.06 .935 
Organisational awareness  1 18  4.94  .028  24 
Relationship building  11  5.24 1.031  12 
Developing others  4. 1 19  25  86  .069 
Directiveness  4.63 1.274  20  26 
Teamwork and cooperation  77  5.31 .8 8  9 
Team leadership  5.07 .972  18  15 
Self-control  5.29 .972  9  10 
Self-confidence  5.55 .836  1  1 
Flexibility  14  15  5.14 .857 
Organisational commitment  12  5.19 1.104  13 
Problem solving  5.17 .915 13  14 





















Figure 11. Students’ rating (after particpating in the Co-op) of the importance of 
















































Impact and influence on others
Team leadership
Personal planning and organizational skills
Technical expertise
Flexibility
Ability and willingness to learn
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Table 35. Importance of Standard Competencies + Additional Competencies for this 
Study as Perceived by Student-Participants (After Particpating in the Co-op) (N=99)
  







Hard competencies     (6  Comp.)  
Analytical thinking  5.00 1.010  5  27 
Conceptual thinking  4.98 .969  6  28 
Technical expertise  5.12 1.154  2  21 
Computer literacy  5.52 .908  1  6 
Written communication  5.02 .947  4  26 
Personal planning and organisational skills  5.10 .920  3  22 
Soft competencies     (25  Comp.)  
Achievement orientation  5.28 .893 15  16 
Concern for order, quality and accuracy  5.49 .774  6  7 
Initiative  5.39 .855  9  10 
Information seeking  5.05 .919 22  25 
Interpersonal understanding  5.35 .951 11  12 
Ability and willingness to learn  5.40 .957  8  9 
Customer service orientation  5.36 1.083  10  11 
Impact and Influence on others  5.06 .935 21  24 
Organisational awareness  4.94 1.028  23  29 
Relationship building  5.24 1.031  16  17 
Developing others  4.86 1.069  24  30 
Directiveness  4.63 1.274  25  31 
Teamwork and cooperation  5.31 .877 13  14 
Team leadership  5.07 .972 20  23 
Self-control  5.29 .972 14  15 
Self-confidence  5.55 .836  5  5 
Flexibility  5.14 .857 19  20 
Organisational commitment  5.19 1.104  17  18 
Problem solving  5.17 .915 18  19 
Energy & passion  5.33 .808 12  13 
English language (overall)  5.70  .630  1  1 
English language (writing)  5.45  .824  7  8 
English language (speaking)  5.58  .716  4  4 
Attendance, and Timekeeping  5.59  .670  3  3 





































































Ability and willingness to learn
English language (writing)












Figure 12. Students’ rating (after particpating in the Co-op) of the importance of 
standard competencies + additional competencies for this study for IPA’s post-
secondary graduates entering the workplace (N=99) 
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4.2.6  Analysis of the Similarity and Difference of Participants’ Perceptions in 
Ranking the Most and Least Important Competencies 
Students (before and after particpating in the Co-op) versus employers 
Students (before particpating in the Co-op) and employers were similar in their ranking 
for 7 of the ten most important competencies on the standard list.  As noted, these 
competencies were concern for order, quality and accuracy, ability and willingness to 
rsonal understanding, initiative, relationship building, and 








oncern for order, quality and accuracy, ability and willingness to learn, initiative, 
 
n.  
rticpating in the Co-op) ranked two of the five additional 
ompetencies among the ten most important.  These competencies were: attendance and 
the five 
additional competencies among the ten most important with the following order: 
learn, self-confidence, interpe
(before Co-op) were: customer service orientation, impact and influence on othe
ranked equally, teamwork and cooperation and computer literacy, both of which ranked
10
th.  These competencies were ranked 14
th, 20
th, 21
st, and 13th, in order, by employers.  
The other 3 of the ten most important competencies as perceived by employ




th, in order, by students (before particpating in the Co-op). 
(See figures 5 & 9). 
After particpating in the Co-op, students’ perceptions of the ten most important 
competencies from the standard list remained similar to their perceptions before Co-op.
In 6 of the ten most important competencies there was agreement between the employe
and students (after particpating in the Co-op).  These competencies we
c
interpersonal understanding, and self-control.  The other 4 of the ten most important
competencies on the standard list in students’ perceptions (after Co-op) were: computer 
literacy, customer service orientation, energy & passion, and teamwork and co-operatio




st, in order, from employers’ point 




rd), and confidentiality at work (7
th).  Employers ranked all 
confidentiality at work (1
st), attendance and time keeping (2
nd), English language 
(writing) (5
th), English language (speaking) (8
th), and English language (overall) (9
th).      131
Students’ perceptions (after Co-op) of the importance of the additional five competencies 
were similar to employers’ as they ranked all of them among the ten most important 
competencies with the following order: English language (overall) (1
st), confidentiality at 
work (2
nd), attendance and time keeping (3
rd), English language (speaking) (4
th), and 
English language (writing) (8
th). (See figures 6, 10 & 12).  This is an interestin
it seems a reflection of the impact of the Co-op in developing students’ awareness of t
importance of competencies. 
Teachers versus employers 
g result, as 
he 





 energy & 








e Co-op) versus teachers 
ht out 
competencies for IPA’s Post-secondary graduates entering the workplace revealed that 
there was an agreement on six of the ten most important competencies in the standard list.  
These competencies were: concern for order, quality and accuracy, written 
communication, self-confidence, ability and willingness to learn, self-control, and 
interpersonal understanding.  The other four of the ten most important competenc
the standard list seen by employers were: achievement orientation, initiative, fle




order, in teachers’ perceptions.  The other four of the ten most important competencies 
perceived by teachers were: computer literacy, customer service orientation,
11
th, and 21
st in order, in employers’ perceptions. (See figures 5 & 7) 
 
In the importance of the additional five competencies added for this study, teachers 
ranked three of them among the ten most important competencies.  These compete
were: attendance and timekeeping (1
st), confidentiality at work (3
rd), English langu
(writing) (6
th).  By this result, teachers were in agreement with employers who gave the
three competencies advanced ranks (3
rd, 2
nd, and 8
th, respectively).  This agreement 
between employers and teachers is important for their cooperation in preparing studen
for the workplace. 
Students (before and after particpating in th
Students (before particpating in the Co-op) and teachers were in agreement on eig
of the ten most important competencies on the standard list.  These competencies were:     132
concern for order, quality and accuracy, ability and willingness to learn, self-confidence,
interpersonal understanding, customer service orientation, self-control, teamwork and co
operation, and computer literacy.  The other two of the ten most important compete
perceived by students (before Co-op) were: initiative, relationship building, and im





ptions.  The 
other two of the ten most important competencies perceived by teachers were energy & 
 
There was similarity between teachers and students (after particpating in the Co-op) on 
ies 
 
as initiative.  This 
competency was ranked 16
th in teachers’ perceptions.  The other most important 
ncy 
es 
ser to teachers and even closer to employers when they perceived all the five 
dditional competencies as being among the ten most important competencies just as 
mployers did. (See figures 7, 9, 11 & 13). 
anking of Least Important Competencies 
In terms of identifying the five least important competencies on the standard list, 
employers and teachers were in agreement on four competencies.  These competencies 
th with relationship building.  These 
competencies were ranked 16
th, 12
th, and 18
th, in order, in teachers’ perce
passion, and written communication.  These two competencies were ranked 13
th, and 21
st, 
in order, from students’ point of view (before particpating in the Co-op). (See figures 7 &
9). 
nine out of the ten most important competencies on the standard list.  These competenc
were: self-confidence, computer literacy, concern for order, quality and accuracy, ability
and willingness to learn, customer service orientation, interpersonal understanding, 
energy & passion, teamwork and co-operation, and self-control.  The other most 
important competency perceived by students (after Co-op) w
competency from teachers’ point of view was written communication.  This compete
was ranked 21
st in students’ perceptions (after Co-op). (See figures 7 & 11) 
In the importance of the additional five competencies added for this study, teachers 
ranked three of them among the ten most important competencies.  These competenci
were: attendance and timekeeping (1
st), confidentiality at work (3
rd), English language 
(writing) (6
th).  Students (before Co-op) perceived only two of the additional five 
competencies as being among the ten most important competencies.  These were 
attendance, and timekeeping (3
rd), confidentiality at work (7
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were: Analytical thinking, Developing others, Directiveness, and Conceptual thinking.  
Team leadership was the other least important competency as perceived by employers.  
This competency was ranked 6
th among least important competencies in teachers’ 
e 
re. 
Students (before Co-op) ranked two of the additional five competencies added for this 
language (speaking), and English language (overall).  The interesting result is that these 
two competencies came 4
th, and 1
st, in order of the ten most important competencies in 
nal awareness was the other least important competency 
in students’ perceptions (after Co-op).  This competency was ranked 12
th of the least 
ency 
in employers’ perceptions was team leadership.  This competency was ranked 9
th least 
important competency from students’ point of view (after particpating in the Co-op). (See 
 
 
perceptions.  The other competency that was seen as least important in teachers’ 
perceptions was Technical expertise.  This competency was ranked 10
th among least 
important competencies in employers’ perceptions. (See figures 5 & 7). 
Employers and students (before and after particpating in the Co-op) were similar in their 
perceptions of three of the five least important competencies on the standard list.  Thes
competencies were directiveness, conceptual thinking, and analytical thinking.  (See 
figures 5, 9 & 11).  This is an important finding to what has been found in the literatu
study among the five least important competencies.  These competencies were English 
students’ perceptions (after Co-op). (See figures 10 & 12). 
The other interesting result is that students (after particpating in the Co-op) were in 
agreement with employers in selecting four out of the five least important competencies.  
These competencies were directiveness, developing others, conceptual thinking, and 
analytical thinking.  Organisatio
important competencies in employers’ perceptions.  The other least important compet
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4.3  Objective Two: Analysis of Participants’ Perceptions of Importance of 
Competencies 
This section presents the statistical differences regarding importance of competencies 
between employers, teachers, and students (before and after particpating in the Co-op).  
T emographic characteristics of participants were analysed to see if there were any 
differences.  Results were obtained by conducting independ t-samples t test or one-way 
ANOVA or Kruskal-Wallis H test.  The post-hoc Scheffe procedure or Mann-Whitney U 
t ere employed re-examine statistically greater differences between participant 
dem graphic characteristics and importance of competencies.  The findings revealed that 
participants’ perceptions were affected by 
dif plications will be considered in the  ussion chapter. 
4.3.1  Employers’ Demographic  ara e tic nd  ons of the Im ortance 
of Competenc  
4.3.1.1 Organisatio 's c
In the present study, a m jority of em
in m nufact  banks, finance institutions.  The number of participants from other 
types of anisat s  te 
to be analysed. (See Table 5)    
4.3.1.2 Organisatio 's  Number of Employees and Perceptions of Importance of 
Competencies
As shown in Table 36, participants from an organisation with 51-500 employees scored 
significantly higher (p<0.05) than those from an organisation with 11-50 employees in the 
im  d iveness.  In the im confidentiality at work, participants 
from an organisation with 51-500 employees  nifican  higher (p<0.05) than














aracteristics.  These 
Ch ct ris s a Percepti p
ies 
n  A tivity and Perceptions of Importance of Competencies 
a ployer-participants were from organisations working 
uring, and
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Table 36. ANOVA for Organisation's Number of Employees and Perceptions of Importance of Competencies 














= 1  
Competency 
M  M  




Achievement orientation  5.38 .870  5.33  1.175  5.70  .675 . 6 .625   




Concern for order, quality and accuracy  8  0  7  3  0  0 .190 .828    5.3 .65 5.2 1.16 5.5 .85
Initiative  5.38                .870 4.93 1.387 5.20 .632 .637 .535  
Information seeking                4.77 1.013 4.33 1.397 5.10 .738  1.442 .250  
Interpersonal understanding  4.77                1.363 4.73 1.438 5.00 .667 .149 .862  
Ability and willingness to learn                4.23 1.833 5.07 1.387 5.60 .516  2.795 .075  
Customer service orientation                  4.08 1.656 5.00 1.414 4.70 1.418 1.341 .275  
Impact and Influence on others            4.31 1.182 4.53 1.552 4.40 1.647 .084 .919   
Organisational awareness  4.08     1    1       1.256 4.87 .506 4.80 .476 1.247 .300  
Relationship building  4.62     1     1.387 4.93 .280 4.60 1.713 .232 .794   
Developing others  3.00     1    1       1.528 4.20 .740 4.20 .476 2.395 .106  
Directiveness  2.92     1    1     .   Scheffe 2>1  1.605 4.60 .682 4.00 .563 3.749     033*
Teamwork and cooperation  4.73 1.981  4.50 1.650    3.31 1.932  2.185  .128 
Team leadership  3.08 1.656  3.87 1.959  3.70  1.703 .720 .494   
Analytical thinking  3.31 1.437  3.93 1.792  4.00  1.826 .643 .532   
Conceptual thinking  3.92 1.498  4.20 1.740  4.10  1.792 .096 .908   
Technical expertise  4.08 1.320  4.60 1.639  4.60  1.578 .506 .607   
Self-control  4.54 1.391  4.87 1.060  5.40 .699  1.701  .197   
Self-confidence  4.85 1.214  4.93  .961  5.20  1.033 .325 .724   
Flexibility  4.77 1.301  5.00  .926  4.40  1.430 .746 .482   
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Table 36 (continued) 





















Problem solving  3.54 1.898  5.00 1.254  4.70 1.567  3.193  .053   
Personal planning and organisational skills  3.62 1.895  5.07 1.100  4.90 1.287  4.836  .089   
Energy & passion  4.15 1.772  4.87 1.407  5.20 1.317  1.467  .245   
Computer literacy  4.00 1.826  5.00 1.512  5.00 1.155  1.782  .183   
Written communication  5.15 1.214  5.07 1.387  5.20  .632 .042 .959   
English language (overall)  4.46 1.713  5.33  .724  5.20 .632  1.513  .469   
English language (writing)  5.23 1.423  5.33  .724  5.30  .483 .039 .962   
English language (speaking)  4.85 1.625  5.27  .961  5.20  .632 .491 .616   
Attendance and timekeeping  5.15 1.405  5.67  .724  5.60 .516  1.072  .353   
Confidentiality at work  5.15 1.463  6.00  .000  5.60  .516 7.413 .025*  Mann-Whitney 2>1,3  
Note. Kruskal-Wallis H test used for personal planning and organisational skills, English language (overall), and confidentiality at work; One-way ANOVA u
other competencies. 
*p>.05, **p>.01 
sed for all      137
4.3.1.3 Organisation's Participation in IPA's Co-op and Perceptions of Importance 
of Competencies 
In Table 37 the statistics show that participants from an organisation with 5-10 years 
participation in IPA's Co-op rated the importance of team leadership, and conceptual 
thinking, significantly higher (p<0.05) than those from an organisation with 11-15 years.  
Participants from an organisa o C -   ed 
the im thinking significantly higher (p<0.05) than those from an 
organisation with 11-15 years.  
 
  
tion with less than 5 years participati n in IPA’s  o op rat
portance of conceptual     138
 
isation's participation in IPA’s Co-op and Perceptions of Importance of Competencies 
Particpation in Co-op (years) 
    Table 37. Kurskal Wallis ANOVA for Organ












M SD M SD M SD 
                 
Chi-Square  Sig Mann-Whitney 
Achievement orientation  5.30 1.059 5.57 .926 5.29 .951 1.053 .591
Concern for order, quality and accuracy                    5.20 .789 5.48 .981 5.29 .951 1.771 .413
Initiative  5.10              .449    .876 5.33 .966 4.71 1.496 1.601
Information seeking                    5.00 .667 4.71 1.007 4.14 1.864 .753 .686
Interpersonal understanding           1.718      5.20 .789 4.76 1.221 4.43 .810  .667
Ability and willingness to learn       1       1.089    4.90 1.595 5.10 .375 4.43 1.718 .580 
Customer service orientation       1         .541    4.40 1.506 4.76 .578 4.43 1.512 1.229
Impact and Influence on others           1         4.40 .843 4.38 1.627 4.57 .618 .565 .754
Organisational awareness  5.00     1             1.054 4.33 .592 4.71 1.380 1.109 .574
Relationship building  5.30    4.48  1    1         .823 .569 4.71 .496 1.761 .415
Developing others  3.90 1.792  3.52 1.569  4.43 1.813    2.047  .359 
Directiveness  3.40 2.011  3.90 1.609  4.43 1.813  1.396  .498   
Teamwork and cooperation  4.20 1.932  4.67 1.742  2.71 2.059  4.958  .084   
Team leadership  3.80 1.687  4.00 1.517  1.86 1.864  6.337 .042*  2>3 
Analytical thinking  4.00 1.633  4.10 1.446  2.29 1.799  5.666  .059   
Conceptual thinking  4.80 1.229  4.29 1.419  2.43 1.813  7.400 .025*  1,2>3 
Technical expertise  4.80 1.229  4.67 1.197  3.14 2.116  4.009  .135   
Self-control  5.10 1.197  4.90 1.044  4.57 1.397  .775  .679   
Self-confidence  5.40 .843  5.00  1.049  4.29 1.113  4.692  .096   
Flexibility  5.10 .994  4.76  1.179  4.29  1.496  1.501  .472       139
  Table  37  (continued) 












M SD M SD M SD  Chi-Square  Sig Mann-Whitney 
Organisational commitment  4.40 2.011  4.76 1.758  3.43 2.225  2.078  .354   
Problem solving  4.80 1.549  4.52 1.569  3.57 2.070  1.878  .391   
Personal planning and organisational skills  4.40 1.265  4.81 1.470  3.86 2.193  1.559  .459   
Energy & passion  3.90 1.729  5.14 1.315  4.57 1.618  5.709  .058   
Computer literacy  4.00 1.826  4.95 1.465  4.71 1.496  2.893  .235   
Written communication  4.60 1.578  5.33  .856  5.29 1.113  2.123  .346   
English language (overall)  4.20 1.687  5.24  .831  5.43 1.134  4.186  .123   
English language (writing)  4.70  1.418 5.48  ..602 5.57  .787  4.276  .118   
English language (speaking)  4.40 1.647  5.33  .730  5.43 1.134  4.641  .098   
Attendance and timekeeping  5.00 1.563  5.67  .577  5.57 .787  1.830 .401   
Confidentiality at work  5.10  1.595  5.76  .539  5.86  .378  2.451  .294   
    *p>.05,  **p>.01     140
  
4.3.1.4 Participating in Other Organisations' Co-op and Employers’ perceptions of 
importance of competencies 
As shown in Table 38, achievement orientation, concern for order, quality and accuracy, 
and initiative, were perceived as signif
graduates entering workplace by employers participating in other institutes’ Co-op 
ose w o p us  rien
icantly more important for Post-secondary 
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Table 38. An Independent-Samples t Test for Employers Participating in Other 
isations’ Co-op a Organ nd perceptions of Importance of Competencies 









M SD M SD  t  Sig  
Achievement orientation  5.27 1.079 5.83 .389 -2.354  .02
Concern for order, quality and accuracy  5.19 1.021 5.75 .452 -2.334  .025* 
Initiative  4.88 1.143 5.75 .452 -2.518  .016* 
Information seeking  4.62 1.169 4.83 1.115 -.542  .591 
Interpersonal understanding  4.81 1.132 4.83 1.467 -.059  .953 
Ability and willingness to learn  5.19 1.167 4.33 1.923 1.431  .173 
Customer service orientation  4.77 1.366 4.25 1.815 .981  .333 
Impact and Influence on others  4.27 1.458 4.75 1.357 -.965  .341 
Organisational awareness  4.50 1.476 4.75 1.357 -.497  .622 
Relationship building  4.69 1.408 4.83 1.467 -.283  .779 
Developing others  3.85 1.592 3.67 1.875 .305  .762 
Directiveness  3.96 1.612 3.67 2.060 .480  .634 
Teamwork and cooperation  4.31 1.892 3.92 2.109 .571  .571 
Team leadership  3.65 1.648 3.33 2.103 .510  .613 
Analytical thinking  3.81 1.575 3.58 1.929 .380  .706 
Conceptual thinking  4.00 1.523 4.25 1.913 -.434  .667 
Technical expertise  4.46 1.392 4.33 1.775 .242  .810 
Self-control  4.85 1.047 5.00 1.348 -.384  .703 
Self-confidence  4.96 .916 5.00 1.348 -.103  .918 
Flexibility  4.65 1.018 5.00 1.537 -.826  .414 
Organisational commitment  4.62 1.722 4.00 2.335 .816  .426 
Problem solving  4.54 1.421 4.17 2.167 .543  .595 
Personal planning and organisational skills  4.81 1.266 3.92 2.021 1.406  .180 
Energy & passion  4.85 1.347 4.42 1.929 .697  .496 
Computer literacy  4.77 1.451 4.42 1.881 .634  .530 
Written communication  5.08 1.230 5.25 .965 -.429  .670 
English language (overall)  5.19 .749 4.58 1.782 1.138  .276 
English language (writing)  5.31 .618 5.25 1.485 .130  .899 
English language (speaking)  5.19 .801 4.92 1.730 .527  .607 
Attendance and timekeeping  5.54 .647 5.33 1.497 .595  .556 
Confidentiality at work  5.73 .533 5.33 1.497 .894  .389 
*p>.05, **p>.01 
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4.3.2 Teachers’  Demographic  Characteristics and Perceptions of Importance of 
Competencies  
4.3.2.1 Age of Teachers and Perceptions of Importance of Competencies 
In examining the difference between age groups and the perception of the importance of 
certain competencies there was significant difference (p<0.01) in the perceived 
importance of self-confidence.  In this competency, teachers age 25-34 and 35-44 had 
significantly higher m an scores than those aged over 44. (See Table 39). 
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    Table 39. ANOVA for Age of Teachers and Perceptions of Importance of Competencies 
Age (years)        
(1) 
25-34 
( ) N 1 = 1    ( 7)
(2) 
35-44 
N= 1  
(3) 
>44  
(N ) = 10  
Competency 
M  M  
F 




Achievement orientation  4.91 1.136 4.94 1.435 4.80 .919  42 .959
 SD  SD M SD 
H  Mann-Whitney
.0  
Concern for order, quality and accuracy  .820 .795 55 1.355 .271   5.45 5.59 5.00 1.1
Initiative  5.00 1.095 4.76 1.147 4.50 1.080 .526 .595  
Information seeking    5.00 .894 4.71 1.448 4.30 1.337 .784 .465  
Interpersonal understanding  5.00 1.265 5.00 .935 5.00 1.054  1 .000 .000  
Ability and willingness to learn  5.36 5.00   .674 4.94 1.435 1.155 .451 .640  
Customer service orientation    5.36 1.206 5.18 .728 5.00 1.155 .347 .709  
Impact and Influence on others    5.27 1.104 4.59 1.064 4.30 1.252 2.135 .133  
Organisational awareness  5.27 1.104 4.35 1.222 4.50 1.354 1.994 .151  
Relationship building  5.09 .944 4.76 1.091 4.90 1.197 .304 .739  
Developing others  5.00 1.095 4.18 1.286 4.20 1.229 1.745 .189  
Directiveness  4.64 1.027 3.76 .970 4.20 1.398    2.081 .140
Teamwork and cooperation  1.287 .064   4.91 1.221 5.00 1.173 5.10 .938
Team leadership  5.36 1.286 4.24 1.251 4.30 1.418 2.802 .074  
Analytical thinking  4.36 1.433 4.06 1.519 4.60 1.506 .433 .652  
Conceptual thinking  4.55 1.293 4.06 1.391 4.30 1.059 .485 .620  
Technical expertise  4.73 1.421 4.59 1.583 4.10 1.792 .451 .640  
Self-control  5.45 1.214 5.12 1.054 4.60 1.174 1.509 .235  
Self-confidence  5.55 .688 5.24 .664 4.30 1.252 6.001 .006** Scheffe 1,2>3 
Flexibility  5.27 .905 5.06 .899 4.40 1.075 2.427 .103  
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Problem solving  5.00 1.095 4.94 .827 4.10 1.370 2.428 .103  
Personal planning and organisational skills  5.00 1.414 4.76 1.437 4.60 .966 .244 .785  
Energy & passion  5.27 .786 5.18 .636 4.60 .966 2.363 .109  
Computer literacy  5.45 .688 5.47 .624 4.90 .738 2.590 .089  
Written communication  4.91 1.221 5.29 .849 4.60 .843 1.685 .200  
English language (overall)  5.09 1.446 5.06 .748 4.40 1.350 1.259 .296  
English language (writing)  5.36 .674 5.24 .664 4.50 54 1.3  3.109 .211  
English language (speaking)  5.09 .944 4.82 1.015 4.40 .068 1.350 2.901  
Attendance and timekeeping  5.36 1.027 5.65 .606 5.20 1.317 .392 .822  
Confidentia   lity at work  5.55 .688 5.35 1.498 5.10 .994 .369 .694
Note. Krusk One petencies. 
*p>.05, **p>.01 
al-Wallis H test used for English language (writing), attendance and timekeeping;  -way ANOVA used for all other com    145
4.3.2.2 Nationality of Teachers and Perceptions of Importance of Competencies  
When nationality and importance were contrasted of, the independent-samples t test 
showed that significant differences (p<0.05) were found in computer literacy, and English 
language (speaking).  As shown in Table 40, Saudi teachers had higher mean score than 
non-Saudis in both competencies.   
Table 40. An Independent-Samples t Test for Nationality of Teachers and 






 (N= 12) 
 
Competency 
M SD M SD  t  Sig   
Achievement orientation  5.00 1.038 4.64 1.567 .841  .406
Concern for order, quality and accuracy  5.52 .802 5.09 1.136 1.138  .274
Initiative  4.85 1.064 4.55 1.214 .774  .444
Information seeking  4.89 1.086 4.18 1.601 1.581  .123
Interpersonal understanding  5.04 1.091 4.91 .944 .340  .736
Ability and willingness to learn  5.15 .907 4.91 1.700 .441  .667
Customer service orientation  5.22 .934 5.09 1.136 .369  .714
Impact and Influence on others  4.89 1.050 4.27 1.348 1.510  .140
Organisational awareness  4.81 1.178 4.27 1.421 1.212  .233
Relationship building  4.78 1.086 5.18 .982 -1.068  .293
Developing others  4.48 1.312 4.27 1.104 .464  .645
Directiveness  4.07 1.107 4.27 1.272 -.481  .634
Teamwork and cooperation  4.96 1.192 5.09 1.221 -.298  .767
Team leadership  4.67 1.387 4.36 1.362 .614  .543
Analytical thinking  4.22 1.368 4.45 1.753 -.437  .664
Conceptual thinking  4.22 1.155 4.36 1.567 -.308  .760
Technical expertise  4.67 1.544 4.09 1.640 1.024  .313
Self-control  5.15 1.199 4.91 1.044 .577  .568
Self-confidence  5.22 .934 4.73 1.009 1.449  .156
Flexibility  5.04 .854 4.73 1.272 .742  .470
Organisational commitment  4.85 1.292 4.82 .982 .078  .939
Problem solving  4.74 1.023 4.73 1.348 .034  .973
Personal planning and organisational skills  4.81 1.360 4.73 1.191 .186  .853
Energy & passion  5.19 .681 4.73 1.009 1.628  .112
Computer literacy  5.48 .580 4.91 .831 2.427  .020*
Written communication  5.11 1.013 4.73 .905 1.091  .283
English language (overall)  5.00 1.074 4.64 1.362 .875  .387
English language (writing)  4.89 .974 4.55 1.368 2.828  .092
English language (speaking)  5.30 .669 4.55 1.293 .875  .024*
Attendance and timekeeping  5.48 .893 5.36 1.120 .343  .734
Confidentiality at work  5.48 1.014 5.00 1.483 1.157  .255
*p>.05, **p>.01     146
4.3.2.3 Qualification of Teachers and Perceptions of Importance of Competencies 
As shown in Table 41, Kruskal-Wallis statistic (chi-square) showed significant 
differences (p<0.05) between teachers’ qualifications and their perceptions of importance 
of com ship.  Teachers with a Bachelor ean 
score than ose with PhD, Masters, and Diploma.  
 
 
petencies in team leader  degree had higher m
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Whitney  Competency 
M                     
   
SD M SD M SD M SD
Achievement orientation  4.67 1.966 5.00 1.069 5.00 .943 4.71 1.254 .297 .961  
Concern for order, quality and accuracy      5.50 .837 5.20 1.146 5.60 .516 5.43 .976 .435 .933  
Initiative  4.50 1.049 5.00 1.195 4.60 1.075 4.71 1.113 1.689    .639  
Information seeking      4.50 2.074 4.60 1.056 4.60 1.350 5.14 .900 1.166 .761  
Interpersonal understanding      5.50 .548 5.07 .884 4.90 1.197 4.57 1.397 2.044 .563  
Ability and willingness to learn      4.67 1.966 5.07 1.100 5.20 1.033 5.29 .756 .140 .987  
Customer service orientation      5.50 .548 5.07 1.100 5.20 .632 5.14 1.464 1.149 .765  
Impact and Influence on others  1.175     4.50 1.378 4.67 4.50 .972 5.29 1.254 3.350 .341  
Organisational awareness  4.33 1.366 4.53 1.407 4.60 1.174 5.29 .951 2.241    .524  
Relationship building  1.311 .727  5.33 .816 4.80 1.265 4.80 .919 4.86 1.069  
Developing others  4.50 1.049 4.40 1.404 4.10 1.197 4.86 1.215 1.467    .690  
Directiveness  4.50 1.225 4.07 1.223 3.60 .843 4.71 1.113 4.659 .199   
Teamwork and cooperation  5.33 .816 5.00 1.363 4.90 .994 4.86 1.464 .811 .847   
Team leadership  4.33 1.366 4.53 1.457 4.00 1.247 5.71 .756 9.513 .023*  4>1,2,3 
Analytical thinking  4.17 2.137 4.40 1.404 4.20 1.229 4.29 1.604 .228 .973   
Conceptual thinking  4.00 1.789 4.33 1.234 4.10 .994 4.57 1.397 1.010 .799   
Technical expertise  4.17 2.137 4.33 1.543 4.30 1.494 5.43 1.134 3.741 .291   
Self-control  5.00 1.095 4.73 1.223 5.50 .707 5.29 1.496 4.363 .225   
Self-confidence  5.17 .753 4.67 1.175 5.40 .699 5.43 .787 3.988 .263   
Flexibility  4.50 1.225 4.87 1.060 5.20 .632 5.14 1.069 1.733  .630   
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Whitney  Competency 
M SD M SD  M  SD M SD   




    1.676
Problem solving  4.67 1.366 4.47 1.187 4.70 .823 5.43 4.2 236 .976 44 .    
Personal planning and organisational skills  5.00 1.265 4.40 1.298 4.80 1.135 5.43 5.321 150 1.512  .    
Energy & passion  4.83 .753 4.87 .990 5.10 .316 5.57 4.387 223 .787  .    
Computer literacy  5.17 .983 5.20 .676 5.40 .516 5.57 1.900 593 .787  .    
Written communication  5.00 .894 4.67 .900 5.60 .516 4.86 6.425 093 1.464  .    
English language (overall)  4.83 1.472 4.87 .915 4.90 .876 5.00 1.695 638 1.826  .    
English language (writing)  5.00 1.549 5.00 .926 5.00 .667 5.43 2.214 529 .787  .    
English language (speaking)  4.83 1.472 4.80 .941 4.50 1.179 5.14 1.884 597 1.069  .    
Attendance and timekeeping  5.17 1.329 5.53 .915 5.60 .699 5.29 .664 882 1.113  .    
Confidentiality at work  5.00 2.000 5.13 1.246 5.70 .675 5.57 1.799 615 .535  .    
    *p>.05,  **p>.01 
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ts and Perceptions of Importance of Competencies 
, a majority of teacher-participants were from the following three 
ents: Office Management, English Language and Public Administration.  The 
ber of participants from other departments was very small; therefore, this data was 
tistically appropriate to be analysed. (See Table 13)     
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4.3.2.5 Experience (overall) o
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    Table 42. Kurskal Wallis ANOVA for Years of Experience (overall) of Teachers and Perceptions of Importance of Competencies 




















SD M SD     
Achievement orientation  4.75 1.165 4.86 1.864 4.71 .951 5.06 1.063 1.506 .681 
Square
M  M  SD M SD 
Concern for order, quality and accuracy      5.50 .926 5.57 .535 5.57 .535 5.19 1.167 .472 .925
Initiative  4.63 1.061 5.14 1.215 4.29 .951 4.88 1.147 3.202    .389
Information seeking  5.13 .835 4.57 1.813 4.29 1.380 4.69 1.195 1.467    .690
Interpersonal understanding      4.75 1.389 5.57 .535 4.43 1.134 5.13 .885 4.610 .203
Ability and willingness to learn      5.38 .744 5.00 1.826 4.71 1.113 5.13 1.088 1.637 .651
Customer service orientation  5.25 1.389 5.57 .535 5.00 .577 5.06 1.063 3.563 .313 
Impact and Influence on others  3.833 .280  5.25 1.165 4.71 1.380 4.29 .951 4.63 1.147
Organisational awareness  5.13 .991 4.86 1.676 4.29 .951 4.50 1.317 2.783 .426 
Relationship building  4.88 .991 5.57 .535 4.29 .756 4.88 1.258 6.924    .074
Developing others  4.63 1.302 4.86 .900 3.71 1.380 4.44 1.263 3.171    .366
Directiveness  4.50 1.195 4.14 .900 3.43 .787 4.25 1.291 4.007 .261 
Teamwork and cooperation  4.88 1.356 5.29 .756 4.57 .976 5.13 1.360 3.097 .377 
Team leadership  5.50 .926 4.29 1.704 4.00 1.155 4.50 1.366 6.799 .079 
Analytical thinking  4.00 1.690 4.29 1.799 3.86 1.215 4.63 1.360 2.005 .571 
Conceptual thinking  4.38 1.408 4.29 1.799 3.86 .690 4.38 1.204 1.555 .670 
Technical expertise  4.88 1.885 4.00 1.633 4.57 1.397 4.50 1.549 1.896 .594 
Self-control  5.25 1.389 5.43 1.134 5.14 .690 4.81 1.223 3.442 .328 
Self-confidence  5.25 .886 5.29 .756 5.29 .756 4.81 1.167 1.356 .716 
Flexibility  4.88 1.246 5.14 1.069 4.71 .488 5.00 1.033 1.824  .610 
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  Table  42  (continued) 
(1) 
1-5 














M SD M SD  M  SD M SD     
Organisational commitment  4.88 1.553 4.86 .900 5.14 .690 4.69 1.352 .519  .915 
Problem solving  5.00 1.512 4.43 .787 4.86 .690 4.69 1.195 2.246  .523 
Personal planning and organisational skills  5.25 1.488 4.43 1.134 4.71 1.113 4.75 1.390 3.217  .359 
Energy & passion  5.38 .916 4.71 .488 5.00 .000 5.06 .998 3.352  .341 
Computer literacy  5.50 .756 5.29 .756 5.57 .535 5.13 .719 2.739  .434 
Written communication  4.88 1.356 5.14 .900 5.71 .488 4.69 .873 6.691  .082 
English language (overall)  4.63 1.996 5.00 .577 5.00 1.000 4.94 .929 .280  .964 
English language (writing)  5.00 1.414 5.29 .488 5.14 .900 5.00 .894 .346  .951 
English language (speaking)  4.75 1.488 4.86 .690 4.57 1.397 4.88 .957 .461  .927 
Attendance and timekeeping  5.00 1.309 5.43 .976 5.71 .488 5.56 .892 1.913 .591 
Confidentiality at work  5.50 .535 5.00 1.915 5.86 .378 5.19 1.223 2.200 .532     152
 and Perceptions of Importance of 
Competencies 
articipants with 1-5 and 6-10 years experience at IPA scored the 
4.3.2.6 Experience (at IPA) of Teachers
As shown in Table 43, P
importance of relationship building significantly
years.  
 
 higher (p<0.05) than those with 11-15     153
    Table 43. Kurskal Wallis ANOVA for Years of Experience at IPA of Teachers and Perceptions of Importance of Competencies 
Years at IPA        
(1) 
1-5 
 ( ) N= 15  
(2) 
6-10 






( ) N=8  
Square 
 
Whitney  Competency 
SD M SD  M SD M SD   




M         
0 1 7 0
Concern for order, quality and accuracy  5.25 1.400 .705    5.27 .961 5.71 .488 1.035 5.50 1.069
Initiative  4.60 1.121 5.43 .787 4.13 .991 5.13 1.126 6.769 .080   
Information seeking      4.53 1.457 5.29 .951 4.13 1.356 5.00 .926 3.673 .299  
Interpersonal understanding  4.87 1.125 5.57 .535 4.25 1.165 5.50 .535 7.834    .050  
Ability and willingness to learn      5.07 1.387 5.71 .488 4.50 1.195 5.13 .991 4.778 .189  
Customer service orientation      5.20 1.014 5.71 .488 4.63 1.188 5.25 .886 5.722 .126  
Impact and Influence on others      4.73 1.438 5.14 .690 4.13 .991 4.88 .991 3.429 .330  
Organisational awareness  4.73 1.387 5.29 1.113 4.13 .991 4.50 1.309 4.395 .222   
Relationship building  5.20 4.13  .   1,2> .941 5.43 .535 .835 4.63 1.408 8.593 035* 3 
Developing others  4.60 1.183 5.00 .816 3.63 1.302 4.38 1.408 4.990    .173  
Directiveness  4.47 1.187 4.43 1.134 3.38 .744 4.00 1.195 5.966    .113  
Teamwork and cooperation      5.13 1.125 5.43 .787 4.25 1.282 5.13 1.356 5.045 .168  
Team leadership  5.07 1.223 4.71 1.380 3.75 1.282 4.38 1.506 5.913 .116   
Analytical thinking  4.33 1.718 5.00 1.155 3.75 1.165 4.13 1.458 3.626 .305   
Conceptual thinking  4.40 1.502 5.00 1.155 3.75 .707 3.88 1.126 5.829 .120   
Technical expertise  4.60 1.639 4.43 1.397 4.38 1.408 4.50 2.000 .513 .916   
Self-control  5.13 1.187 5.71 .488 4.88 .991 4.63 1.506 4.117 .249   
Self-confidence  5.07 .884 5.43 .787 5.00 1.069 4.88 1.246 1.149 .765   
Flexibility  4.87 1.125 5.57 .535 4.50 .756 5.00 1.069 5.701  .127   
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  Table  43  (continued) 
  Years at IPA      
(1) 
1-5 

















M SD M SD  M     







SD M SD 
4.50
Problem solving  5.00 1.195 4.57 .976 4.63 .916 1.309 1.967  .579  4.50  
Personal planning and organisational skills  5.00 1.309 4.86 1.069 4.50 1.195 1.685 1.351  .717  4.63  
Energy & passion  5.13 .915 4.86 .378 4.75 .707 .916 3.316  .345  5.38  
Computer literacy  5.13 .834 5.57 .535 5.38 .744 .518 1.575  .665  5.38  
Written communication  4.80 1.082 5.29 .756 5.38 1.061 .886 3.698  .296  4.75  
English language (overall)  4.73 1.534 5.14 .690 4.75 1.165 .641 .415  .937  5.13  
English language (writing)  4.87 1.125 5.43 .535 4.88 1.126 .518 1.307  .728  5.38  
English language (speaking)  4.73 1.223 5.00 .816 4.38 1.408 .641 2.094  .553  5.13  
Attendance and timekeeping  5.20 1.146 5.71 .756 5.75 .463 5 1.061 1.979 577 .38  .    
Confidentiality at work  5.13 1.302 5.71 .756 5.75 .463 5 1.604 3.240 356 .00  .    
    *p>.05,  **p>.01     155
4.3.2.7 Programme Taught Most by Teachers and Perceptions of Importance of 
Competencies 
This data was not statistically appropriate to be analysed as a majority of teacher-
participants were teaching Executive Secretary and Sales programmes.  The number of 
participants who taught other programmes was very small. (See Table 17)   
4.3.3  Students emogr ic Ch ri pt  Impo
Competencies  
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  Table 44. ANOVA for Major of Students and Perceptions of Importance of Competencies 







S ry   ecreta
(N= 26) 
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SD M SD M SD 
or  Sig 
Achievement orientation  5. .821  5.1 243  5.1 047  5.08 1.060  5.46 1.127  .465  .761 
M 
40 
SD M SD M 
F 
H 
2  1. 9  1.
Concern for order, quality and accuracy  5.58 .578  5.50 .894  5.63 .770  5.62  1.121 .274 .894  5.40 .754 
Initiative  5.40                    .883 5.27 .827 5.75 .447 5.25 .944  5.54 1.127 1.062 .380
Information seeking            1.183         .765  5.05 .945 5.08 .845 4.75 4.79 .932  4.85 1.345 .460
Interpersonal understanding  5.50     .761          .889 5.46 5.38 .719 5.38 .875  5.31 1.182 .136 .969 
Ability and willingness to learn                          5.65 .671 5.46 .761 5.63 .719 5.38 1.013 5.38 1.193 .422 .792
Customer service orientation                        5.15 .875 5.38 .941 5.56 .629 5.46 .833  5.08 1.188 .871 .484
Impact and Influence on others                        5.25 .550 5.23 .815 5.19 .981 5.46 .833  5.15 1.144 .406 .804
Organisational awareness  5.00                .858 5.15 .925 5.19 1.047 4.83 .963  5.00 1.225 .452 .771 
Relationship building  5.20                      .696 5.42 .703 5.69 .479 5.33 1.007 5.00 1.155 1.464  .219
Developing others  5.05    4.92 .935                  .826 5.44 .727 4.83 1.090 4.85 1.214 1.136 .345
Directiveness  4.60 1                       .231 4.92 .935 5.00 .894 4.67 1.204 4.62 1.325 .522 .720
Teamwork and cooperation           .619            5.25 .910 5.00 .849 5.63 5.29 .999  5.31 1.182 1.170 .329
Team leadership  5.05 .999  5.12  1.071  5.50 .632  5.21 1.021  5.08 1.256  .546  .702 
Analytical thinking  4.85 .933  4.88 .952  5.31  1.014  4.83 1.239  5.00 1.291  .593  .669 
Conceptual thinking  4.95 1.099  4.62 1.203  5.25  .931  4.67 1.090  5.00 1.155 1.077  .372 
Technical expertise  5.05 1.432  4.65 1.468  5.50 1.033  5.04 1.334  5.00 1.225 1.008  .407 
Self-control  5.05 1.050  5.35  .689  5.63  .619  5.21 .833  5.31  1.109  1.083 .370 
Self-confidence  5.25 .716  5.42 .758  5.69 .602  5.58 .830  5.31  1.182 .911 .461 
Flexibility  4.80 .894  4.81 .801  5.19 .981  4.67 .963  4.38  1.193  1.404 .239     157
 
  Table 44 (continued) 



























Organisational commitment  5.05 1.050  5.08  .891  5.19  .834  4.83 1.204  5.08 1.188  .329 
Sig 
.858 
Problem solving  5.00 .795  5.31 .970  5.31 .793  5.13 1.035  5.08 1.188  .423  .792 
Personal planning and organisational skills  5.40 .754  5.00 .849  5.13 .806  5.04 .955  5.23  1.166 .683 .605 
Energy & passion  5.30 .801  4.81 .849  5.56 .629  5.33 .868  5.23  1.166  2.265 .068 
Computer literacy  5.05 1.234  5.46  .582  5.56  .629  5.08 1.283  5.15 1.144 1.481  .830 
Written communication  4.65 1.040  5.12  .952  5.44  .512  4.71 1.301  4.77 1.301 1.788  .138 
English language (overall)  5.40 .940  5.35 .977  5.56 .629  5.63 .711  5.23 .832 .667 .616 
English language (writing)  5.20 1.005  5.42  .902  5.63  .619  5.63 .711  5.08 .760 .930 .450 
English language (speaking)  4.95 1.234  5.15  .967  5.50  .632  4.96 1.197  4.92  .862 1.537  .198 
Attendance and timekeeping  5.70 .470  5.42 .857  5.38  1.258  5.58 .584  5.54 .660 .525 .717 
Confidentiality at work  5.50 1.147  5.69  .471  5.69  .873  5.54 .658  6.00 .000  7.468 .113 
Note. Kruskal-Wallis H test used for computer literacy, confidentiality at work; One-way ANOVA used for all other competencies. 
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4.3.3.2 Students’ Age and Perceptions of Importance of Competencies  
As shown in Table 45, the independent-sam owed that significant differences 
were found between students’ perceptions of importance of competencies dependant on 
their age.  ed 25-29 gave  cores (p an those aged 20-24 in the 
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Table 45. An Independent-Samples t Test for Age of Students and Perceptions of 
Importance of Competencies 




 (N= 13) 
 
Competency 
M SD M SD  t  Sig 
Achievement orientation  5.17 1.087  5.54 .877 -1.151 .253
Concern for order, quality and accuracy  5.52 .822  5.69 .480 -.721  .473
Initiative  5.40 .885  5.46 .776 -.255  .799
Information seeking  4.91 1.013  5.00 1.000 -.309  .758
Interpersonal understanding  5.38 .870  5.62 .768 -.907  .366
Ability and willingness to learn  5.42 .901  6.00 .000 -5.987  .000**
Customer service orientation  5.35 .878  5.31 1.032 .154  .878
Impact and Infl 5.26 .870  5 .610 uence on others  .38 .650 -.512 
Organisational awareness  4.95  5  4 9 - 52  .043* 1.00 5.5 .51 2.0
Relationship building  .877  5.37 .827  5.15 .899  .382
Developing others  4.94 .998  5.38 .650 -1.546 .125
Directiveness  4.77 1.124  4.77 1.013 -.005  .996
Teamwork and cooperation  -2.937  .00 5.20 .956  5.69 .480  6**
Team leadership  5.14 1.031  5.46 .776 -1.079 .283
Analytical thinking  4.85  - .00 1.101  5.62 .506  4.168  0**
Conceptual thinking  4.79 1.149  5.23 .725 -1.338 .184
Technical expertise  5.01 1.350  5.00 1.291 .029  .977
Self-control  5.21 .883  5.85 - .000** .376  4.514 
Self-confidence  5.43 .834  5.62 .650 -.765  .446
Flexibility  4.70 .971  5.31 .630 -2.191  .031*
Organisational commitment  5.02 1.051  5.08 .862 -.175  .861
Problem solving  5.14 .972  5.38 .768 -.868  .388
Personal planning and organisational skills  .855  5.12 .900  5.31 -.719  .474
Energy & passion  5.16 .893  5.54 .776 -1.436 .154
Computer literacy  5.24 1.051  5.38 .768 -.463  .645
Written communication  4.91 1.134  5.08 .641 -.526  .600
English language (overall)  - .0 5.38 .870  5.85 .376  3.299  02*
English language (writing)  - 5.38 .856  5.62 .650  1.103 .273
English language (speaking)  5.05 1.084  5.38 .506 -.934  .353
Attendance and timekeeping  5.49 .822  5.77 .439 -1.202 .232
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4.3.3.3 Students’ Work Experience and Perceptions of Importance of Competencies  
Table 46 shows that students’ work experience made significant difference to their 
perceptions of importance of competencies.  Students who had work experience gave 
e 
higher score (p<0.05) than those who never worked before studying at the IPA, in the 
following competencies:  team leadership, English language (overall), English languag
(writing), and English language (speaking).  
Table 46. An Independent-Samples t Test for Work Experience of Students and 




 (N= 55) 
   
Competency 
M SD M SD  t  Sig 
Achievement orientation  5.20 1.069  5.24 1.071  .147  .883 
Concern for order, quality and accuracy  5.64 .865  5.47 .716  -1.030  .306 
Initiative  5.34 .914  5.45 .835 .645  .520 
Information seeking  4.86  1.069  4.96 .962 .489  .626 
Interpersonal understanding  5.39 .868  5.44 .856 .287  .775 
Ability and willingness to learn  5.52 .876  5.47 .858  -.286  .776 
Customer service orientation  5.32  1.006  5.36 .802 .250  .803 
Impact and Influence on others  5.27 .973  5.27 .732 .000  1.000 
Organisational awareness  4.93  1.065  5.11 .896 .899  .371 
Relationship building  5.30 .930  5.38 .757 .509  .612 
Developing others  4.86 1.069  5.11  .875 1.256  .212 
Directiveness  4.89 1.039  4.67 1.156 -.955  .342
Teamwork and cooperation  5.32 .934  5.22 .917  -.535  .594 
Team leadership  5.41 .948  5.00  1.018  -2.048  .043* 
Analytical thinking  4.98 1.171  4.93  .997 -.229  .819 
Conceptual thinking  4.73 1.169  4.95 1.061  .972  .334 
Technical expertise  4.93 1.516  5.07 1.184  .519  .605 
Self-control  5.34 .834  5.25 .886  -.495  .622 
Self-confidence  5.41 .871  5.49 .767 .497  .621 
Flexibility  4.84 1.077  4.73  .849 -.587  .558 
Organisational commitment  4.98 1.000  5.07 1.052  .459  .647 
Problem solving  5.18 1.040  5.16  .877 -.094  .925 
Personal planning and organisational skills  5.02 1.023  5.24  .769 1.186  .238 
Energy & passion  5.09 1.030  5.31  .742 1.224  .224 
Computer literacy  5.41 .844  5.15  1.129  -1.287  .201 
Written communication  5.07 1.087  4.82 1.073  -1.145  .2
English language (overall)  5.66 .680  5.27 .912  -2.413  .021* 
English language (writing)  5.64 .685  5.24 .902  -2.433  .017* 





imekeeping  5.61 .689  5.45 .857  -1.000  .320 
t work  5.73 .499  5.60 .894  -.844  .401 
*p>.05, **p>.01 
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4.3.4  Analysis of Differences Between Employers, Teachers and Students (Befor
and After Particpating in the Co-op) in Perceptions of Importance of 
e 
Competencies 
As Table 47 shows, 21 competencies out of 31 recorded significant differences between 
the four groups in the perception of the importance of various competencies.  Student-
participants (before and after particpating in the Co-op) scored initiative higher (p<0.01) 
than did teachers, while students’ perceptions (before and after Co-op) of importance 
were higher (p<0.01) than employers’ for interpersonal understanding, customer service 
orientation, and self-confidence.  Students (before particpating in the Co-op) scored 
ability and willingness to learn higher (p<0.05) than did employers and teachers.  
Students (before particpating in the Co-op) scored impact and influence on others higher 
(p<0.01) than employers and teachers, while students (after particpating in the Co-op) 
scored impact and influence on others, and developing others higher than employers on 
those two competencies (p<0.01).  Students (before particpating in the Co-op) scored 
relationship building (p<0.05), and directiveness (p<0.01) higher than did employers and 
teachers, while students (after particpating in the Co-op) scored higher than teachers.  
Students (before particpating in the Co-op) scored teamwork and cooperation higher 
(p<0.05) than employers.  Teachers and students (after particpating in the Co-op) scored 
team leadership (p<0.01) higher than employers, while students (before particpating in the 
Co-op) scored it higher than employers and teachers.  Students (before and after 
particpating in the Co-op) scored the following competencies higher than employers and 
teachers: analytical thinking, conceptual thinking, English language (overall) (p<0.01), 
and problem solving (p<0.05).  Students (before particpating in the Co-op) scored 
technical expertise higher (p<0.05) than employers, while after particpating in the Co-op 
they scored it higher than both teachers and employers.  Students (after particpating in the 
Co-op) scored computer literacy higher (p<0.01) than employers, teachers, and students 
(before particpating in the Co-op).  The only significant difference between students 
(before and after particpating in the Co-op) was found in flexibility.  Students (after 
particpating in the Co-op) scored this competency higher (p<0.05) than before 
particpating in the Co-op.  Students (after particpating in the Co-op) scored English 
language (writing) (p<0.05), and English language (speaking) (p<0.01) higher than 
teachers.       162
The data illustrates the mismatches of perceptions of the importance of competencies 
between employers, teachers, and students before and after particpating in the Co-op.  
These very important results have been discussed in chapter five, in the light of the main 
pu  of this dy ich is the pac
of the importance of co e intere raw om these 
significant differences between the four groups.
rpose  stu  wh
mpetencies.  Som
 im t of the Co-op in developing students’ awareness 
sting implications are d n fr    163
 
Table 47. ANOVA for Employers, Teachers and Students (Before and After Particpating in the Co-op) and Perceptions of 


























ntation            1.          





Achievement orie 5.45 .950 4.89 1.203 5.22 065 5.28 .893 2.069 .105  
Concern for order, quality and accuracy  5.37          .7           .913 5.39 .916 5.55 86 5.49 .774 .593 .620  
Initiative  5.16      1     .8           3,4>2  1.053 4.76 .101 5.40 68 5.39 .855 5.260 .002**
Information seeking        1     1.0     518  .318  4.68 1.141 4.68 .276 4.92 07 5.05 .919  3.  
Interpersonal understanding        1.040    .           3,4>1  4.82 1.227 5.00 5.41 857 5.35 .951 4.658 .003**
Ability and willingness to learn        1.171    .8     101  044*    4.92 1.477 5.08 5.49 62 5.40 .957  8. . 3>1,2
Customer service orientation  4.61  1.        .   1   .005** 3>1;    516 5.18 .982 5.34 894  5.36 .083 12.756  4>1
Impact and Influence on others            .8       477  001** 3>1,   4.42 1.426 4.71 1.160 5.27 43 5.06 .935 15. . 2;  4>1
Organisational awareness  4.58  1     1.     .     1   422  331    .426 4.66 258 5.03 974 4.94 .028 3. .
Relationship building  4.74  1.408 4.89  060  34  .835 5.24  1.031  .021* 3>1,2;  4>2  1. 5. 9.730 
Developing others  3.79  1.663 4.42  1.244 5.00  .969 4.86  1.069  20.646  .000** 3>1,2;  4>1 
Directiveness  3.87  1.742 4.13  1.143 4.77  1.105 4.63  1.274  13.345  .004** 3>1,2;  4>2 
Teamwork and cooperation  4.18  1.943 5.00  1.185 5.26  .921 5.31 .877  9.845  .020*  3>1 
Team leadership  3.55  1.781 4.58  1.368 5.18  1.004 5.07 .972  32.649  .000**  2,4>1;  3>1,2 
Analytical thinking  3.74 1.671  4.29 1.469  4.95 1.073  5.00  1.010  23.270  .000**  3,4>1,2 
Conceptual thinking  4.08  1.634 4.26  1.267 4.86  1.112 4.98 .969  15.271  .002**  3,4>1,2 
Technical expertise  4.42  1.500 4.50  1.573 5.01  1.336 5.12  1.154  10.067  .018* 3>1;  4>1,2 
Self-control  4.89  1.134 5.08  1.148 5.29  .860 5.29 .972  1.994 .115   
Self-confidence  4.97  1.052 5.08  .969 5.45  .812 5.55 .836  5.578 .001**  3,4>1 
Flexibility  4.76  1.195 4.95  .985 4.78  .954 5.14 .857  8.217  .042*  4>3 164
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8   
Problem solving  4.42 1.671  4.74 1.107  15  .029 5.03  1.025  5.17  .9 9.016  *  3,4>1,2 
Personal planning and organisationa 298  20  .26 l skills  4.53 1.572  4.79 1. 5.17  .948  5.10  .9 3.954  6   
Energy & passion  4.71  1.541 5.05  .804  08 .12 5.14 .892  5.33 .8   5.827  0   
Computer literacy  4.66  1.582 5.32  .702  08 002* 5.21 .884  5.52 .9   14.817  . *  4>1,2,3 
Written communication  5.13  1.143 5.00  .986  47 . 5.26  1.016  5.02 .9   .374  772   
English language (overall)  5.00 1.185  4.89 1.158  30  000* 5.44  .986  5.70  .6 31.337  . *  3,4>1,2 
English language (writing)  5.29 .956  5.08 .941  24 .014 4.89  1.158 5.45  .8   3.623  *  4>2 
English language (speaking)  5.11 1.158  4.79 1.094  16  003* 5.08  .941  5.58  .7 4.848 . *  4>2 
Attendance and timekeeping  5.47 .979  5.45 .950  70 . 4.79  1.094 5.59  .6  .358  783   
Confidentiality at work  5.61  .946 5.34  1.169  81 . 5.45 .950  5.60 .7   1.263  287   
Note. One-way ANOVA used f
(writing), English language (speaking
*p>.05, **p>.01 
or achievem nd accuracy ng, sel f-con ication, Eng nguage 
). atte  work; Krus peten
lish la fidence, written commun
   




, initiative, interpersonal understandi
kal-Wallis H test used for all other com
ent orientation, concern for order quality a
ndance and timekeeping, and confidentiality at    165
4.4  Objective Three: Comparison of Importance of Hard and So
Competencies 
this objective, the researcher explored participants’ perceptions of the 
portance of hard and soft competencies, and their justification of the 




sel of quantitative and qualitative data will clarify the 
importance of the two categories, and why they are required in the workplace.    
4.4 etween Employers, Teachers 
and Students (Before and After Particpating in the Co-op) 
This section co tudents 
(before and aft
competency ca  
categories rated by the four participant groups.  Results were obtained by 
conducting
differences am uency distribution to analyse the 






-   
fter 
Co-op) and (5.04) for students (before Co-op) versus (4.43) for employers, as 
.1  Analysis of Differences in Perceptions b
mpares the differences between employers, teachers, and s
er particpating in the Co-op) in perceptions of the importance of 
tegories.  The differences were identified from two competency
 one-way ANOVA or Kruskal-Wallis H test to analyse the 
ongst mean scores, and freq
In considering the importance of competencies for IPA’s post-secondary 
graduates entering the workplace, Table 48 shows that employers, teachers, 
and students (before and after particpating in the Co-op) perceived soft 
competencies to be more important than hard competencies.  This resu
obtained both among the standard list, and the list of 31 competencies, which
contains the five suggested competencies added by the researcher. (See T
49).  This is an interesting result, as it is in agreement with several studie
(See the discussion chapter, page 234). 
Students (before and after Co-op) scored significantly higher (p<0.05) than
employers in the importance of hard competencies (by 5.12 for students (a
shown by Kruskal-Wallis and Mann-Whitney tests).  This result was also 
obtained for the two lists of competencies.  This was because there were no 
changes in the hard competencies in the two lists.      166
- 
1 for students (before and after Co-op) versus 4.62 for 




.90) for employers.   
o  Students (after Co-op) were significantly higher (p<0.01) than 
teachers who scored 4.91. 
-  Frequency distribution was used to analyse the differences between 
participan m of o nc
am irect que Table ws ployer-participants, 
24 people, (63.2%) perc  soft co ncies a re imp t th
ple, ( ) perce ard co encies ore
important.  The interesting result is that most of employer-participants from 
rs, hospitals and medical services 
fields perceived soft competencies as more important than hard 
competencies.  On the other hand, most of employer-participants from 
information technology, materials laboratories, electricity, and agriculture 
fields perceived hard competencies as more important than the soft ones.  
-  Teacher-participants have an equal view of importance between soft and hard 
competencies with 19 people, (50%) favouring each category.  An interesting 
result is that most teacher-participants who mostly teach Executive Secretary 
In analysing the differences in perceptions of the importance of soft 
competencies for the standard list, students (before and after particpating in 
the Co-op) scored them significantly higher (p<0.01) than employers and 
teachers (by 5.2
Mann-Whitney tests).   
The differences in perceptions of the importance of soft competencies among 
the list of 31 competencies were as follows:   
o  One-way ANOVA and post-hoc Scheffe tests found that stu
(before and after particpating in the Co-op) scored higher 
(p<0.01) than employers by 5.28 for students (after Co-op
5.19 for students (before Co-op) versus (4
ts’ perceptions of the i portance   hard and s
 that of  m
ft compete ies 
ongst the d stion.    50 sho e
eived mpete s mo ortan an the 
hard, while 14 peo 36.8% ived h mpet  as m  
wholesale and retail trade, banks, finance institutions, business services, 
community services, hotels, newspape    167
and Sales programmes viewed soft competencies as being more im
than hard competencies.  On the other hand, most teachers who mostly teach 
Computers pr
portant 
ogrammes perceived hard competencies as more important than 
the soft ones.   
-  The results also shows that most of the students, 57 people, (57.6%) (before 
particpating in the Co- ceive ompe  to b  important 
e 42  le (42.4% ceived ard as  im
nts (6 ) (after  pating e Co-o rce
ant than the hard, while 35 people, (35.4%) 
udents’ 
ns (before Co-op) is that there was no difference in the perceived 
importance of hard and soft competencies between students who had 
Table 48. Employers, Tea s and St ts (Bef nd Aft
Particpatin






















op) per d soft c tencies e more
than the hard, whil peop ) per  the h  more portant.  
However, 64 stude 4.6% partic  in th p) pe ived soft 
competencies more import
perceived the hard as more important.  What is remarkable in st
perceptio
previous work experience against those who did not. 
cher uden ore a er 
g in the Co-op) and Perceptions of the Importance of Hard and 
Category 








fter C -op 
(N=  ) 
Hard Competencies    4.69  5.04 8.288    .040*  3,4>1  4.43   5.12 
Soft Competencies  4.62  4.86  5.21 5.21  31.449    .000** 3,4>1,2
Note. The variable scores are mean scores. 
The p-value was significant for Levene test of homogeneity for hard and soft competencies.  Therefore, K
used for the two categories. 
01 
ruskal-Wallis 
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Table 49. Employers, Teachers and Students (Before and After 
ating in the Co-op) a
mpetencies of the Sta
Particp nd Perceptions of the Importance of Hard and 





























Hard Competencies  4.43  4.69  5.04  5.12  8.288  .040* 3,4>1 
Soft Competencies  4.75  4.91  5.19 5.28  15.222  .000** 3>1; 4>1,2
Note. The variable scores are mean scores. 
The p-value was significant for Levene test of homogeneity for hard competencies.   





. Perceptions of the Importance of Hard and Soft Competencies for 























N N    N  %   %  % N % 
Hard ies  14 .8  19  42  35  3  Competenc   36 50  42.4 5.4 
Soft Competencies  63.2  19 50  .6   6  24    57  57 64 64.
 
.4.2  Reasons for preferring Hard or Soft Competencies as more 
Important by Employers, Teachers and Students (Before and After 
ive 
4
Particpating in the Co-op) 
In part three of the four groups’ questionnaires, participants were asked to g
reasons, which influenced their judgments in choosing one of the hard or soft 
competencies as more important.  This section presents paticipants’ views in 
addition to the rate of response.     169
4.4.2.1 Rate of Response to the Question of why Hard or Soft Competencie
are more Important 
Table 51 shows that 13 out of the 14 (93%) employers gave reason
competencies as more important than soft competencies.  Also, 19 teachers 
chose hard competencies as more important, 18 (95%) of them justified their 
choice.  The number of students (before Co-op) who gave reasons was 25 
students out of 42 (60%), while the number after Co-op was 22 students out o
35 (63%).  On the other hand, the Table shows that all the 24 employers 
chose soft competencies as more important than the hard gave reasons for their
choice.  Teachers were 17 out of 19, with per centage average of (89.5%).  27 
out of 57 (47%) of students (before Co-op) gave reasons for choosing so
competencies as more important, while the number was 38 out of 64 (5
s 








Table 51. Percentages of Participants who gave reasons for Importance of 



















N  %  N  % N % N % 
Hard Competencies  13/14 93  18/19  95  25/42 60  22/35    63 
Soft Competencies  24/24 100  17/19  89.5  27/57 47  38/64    59   
 
4.4.2.2 Reasons for Perceptions of Importance of Hard Competencies 
s it shown in Table 52, two main reasons were given by the four groups.  
There was an agreement between the four groups that hard competencies are 
ssential’ to get the job.  This reason was mentioned by 13 employers out of 14 
(93%), 17 teachers out of 18 (94.4%), all the 25 students (before Co-op), and all 
e 22 students (after Co-op). 
A
‘e
th    170
Most of the participants in the four groups said briefly “hard competencies are 
essential”.  However, some participants justified their opinions in different 
words.  For example, one student (before Co-op) said, “I am sure that hard 
competencies are more ca pre b 
requirements”. SB16.  A st  (after Co tated, mp re 
“essential”.  If I do not ha
learn how I can do the job”. SA7.  Teachers and employers have expressed their 
reasons for preferring ha om ncie  si te .  F a e,
teacher said, “Students should try to be competent in their majors, hard 
competencies are “essen l” to cess  the workplace”. T  An ployer 
said, “Hard competencies are more important because the graduates are too 
young, and they have to be ready with the essential requirements of the 
job…they can benefit from their soft competencies in the future”. E19 
ified 
the opinion that hard competencies are more important than soft competencies 
 
t I 
 competencies, because they are easily 
learned and….  they do not cost us lots, while soft competencies are difficult to 
learn h a 
student how to be a good leader or how to be confident, while it is easy to teach 






 important, be use they re sent the jo
 “Hard co ud nt e -o ) s p etencies a
ve them, I cannot really start my job…At first I should 
rd c pete s in milar  rms or ex mpl  one 
tia  suc  in 3.   em
Two employers out of 14 (14%), and only 1 teacher out of 18 (5.6%), just
by reporting the fact that “hard competencies are easily obtained”.  For example,
one employer answered, “I believe that soft competencies are important, bu
tend to give more important to hard
 and also to measure”. E9.  The teacher said, “It is not easy to teac

















Before Co-op  After Co-op  R asons  e
N  %  N  % N % N % 
Hard competen





22  cies are 
e job 
17 94.4 25  100    100 
Hard competencies are  2  14 
 
      
easily obtained.      
1  5.6 0  0  0  0 
N n. 
 
4.4.2.3 Reasons for Perceptions of Importance of Soft Competencies 
Table 53 shows that employers, teachers, and students (before and after Co-op) 
h or f ri ft  petencies as more 
i
plem nta y to hard competencies.   
 im
 build the em n.   
4.  Soft competencies help an indi du ferentiate his/her self in a 
hard
5.  One set of soft competencies are ethical; the development of ethical 
eveloping work and communicating well with 
others.   
ote. Respondents may add more than one reaso
 
ave given six main justifications f
mportant than hard competencies: 
1.  Soft competencies are com
avou ng so com
e r
2.  Soft competencies are important in
3.  Soft competencies
proving an employee’s career.   
ployee as a perso
vi al to dif
competition with other candidates to
competencies are similar to those of others.   
 win a job when his/her   
competencies assists in d    172
6.  Soft competencies are an important part of the success of an 
organisation, particularly one that frequently deals with customers face 
Tab portance of Soft Competencies 




to face.   
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hard
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37  29 76.3   competencies help an individual to 
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her hard competencies are similar to 
















9 23.7   set of soft competencies are ethical; 
development of ethical competencies 
sts in developing work and 
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he success of an organisation, 
icularly one that frequently deals 














Respondents may add more than one reason. 
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1. 





complete hard competencies… All are important”. T2.  
owever, other participants expressed that in different phrases.  For 
ot 
enough to know how to do the job.  What really important is to know how to 
(before Co-op) said,“Hard competencies are essential requirements of a 
ke 
nt 
ormance at work.  For example, one student (before 
Co-op) noted, “I think without the soft competencies, the person will be like 
e in the 
Soft competencies are complementary to hard competencies.   
out of 17 (70.6%), 15 students (before Co-op) out of 27 (55.6%), and 22 
students (after Co-op) out of 38 (57.9%). 
Most of the participants in the four groups stated in a few words “Soft 
competencies complement hard competencies”.  For example, one e
stated,“Soft competencies complement hard competencies…stud
think carefully about developing  soft competencies”. E11.  A teacher 
said,“We try to draw students’ attention to soft competencies… We believ
that they are important for graduates’ future in the workplace.  Sof
competencies 
H
example, one employer reported, “To be ready for the workplace, it is n
do the job in high quality, and that cannot be obtained without being 
qualified with soft competencies”. E15.  Some participants have given 
examples of soft competencies that have an impact on developing hard 
competencies; one employer stated, “Achieving such attributes, like 
willingness to learn, self-confidence, and so forth help the employee 
strongly to obtain and developing hard competencies”. E27.  A student 
job… but not enough for success… we need soft competencies, li
communicating well with others and leadership to be successful”. SB44.  
Another student (after Co-op) added, “Soft competencies play an importa
role in doing the job.  It is not enough to have the ability to do the work 
without being confident and communicating well with others”. SA64.  
Students have mentioned the impact of soft competencies on creativity, 
productivity, and perf
a machine doing a routine job…to be creative and do the job with high 
productivity you need to complete your hard competencies by the soft 
ones”. SB80.  Another student (after Co-op) said, “We learn her    174
organisation during the Co-op that soft competencies are very important 
and they are helping us to perform better”. SA31 
Two employer-interviewees have seen the change in students’ perceptions 
was towards giving more attention to both hard and soft competencies.  Fo
example, interviewee 3 stated, “Yes
r 
, there is a change in students’ view of 




2.  Soft competencies are important in improving an employee’s career.   
 
 
oft competencies improve the ability of the 
employee to enhance his opportunity for promotion in his career”. E32 
ing that 
) were also in agreement with employers 
and teachers about the impact of soft competencies on employee’s career 
promotion.  One student (before Co-op) said, “I think what soft 
were more aware of the value of soft competencies as well as hard 
ones…students understood the combination of the two sorts of 
competencies”..  Interviewee 7 said, “I can say that the students after the
training became more aware of the importance of soft competencies and 
they also see hard competencies as essential as they represent the
 
This reason was reported by 22 employers out of 24 (91.7%), 3 teachers out
of 17 (17.6%), 8 students (before Co-op) out of 27 (29.6%), and 25 students 
(after Co-op) out of 38 (57.9%).  For example, one employer said,“Soft 
competencies help employees continually to move up in their career”. E13. 
Another employer said, “S
Teacher-participants expressed  their view of the impact of soft 
competencies on improving an employee’s career by  recommend
students pay more attention to developing their soft competencies.  One 
teacher stated, “… Soft competencies assist some graduates to grow up in 
their career”. T29.  Another teacher said, “If our graduates want to ensure 
a bright future in the workplace they should concern themselves with soft 
competencies”. T37  
Students (before and after Co-op    175
competencies can do for graduates is to give them a better chance to 
in their profession”. SB5. Another student (before Co-op) added, “Soft 
competencies are important because we need 
go up 
them when we work… Many 








get many advantages from soft competencies, one of them is the success in 
just hard competencies, because this kind of competencies will benefi
company and the graduate”. SB10 
Students (after Co-op) were more accurate in specifying the benefits of 
developing soft competencies.  One student said, “By giving more concern
to soft competencies, we will grow up in the workplace, and earn better 
salaries”. SA24.  Another student reported, “Soft competencies are very 
important for promotion, especially in the private sector”. SA79 
Soft competencies build the employee as a person.   
This reason was reported by 5 employers out of 24 (20.8%), and 10 teachers
out of 17 (58.8%).   For example, one employer stated, “Soft competenci
not only help an employee to be better in his work, they also help any one o
us to be useful in society”. E18.  Another employer added, “A graduate 
his life as a person”. E22 
Teachers were in agreement with employers about the benefits of soft 
competencies in graduates’ personal lives.  For example, one teacher 
reported this when mentioning the role of the Institute of Public 
Administration in developing students’ soft competencies; he said, “Soft 
competencies are very important… The Institute of Public Administration 
build students not only with technical aspects of their majors, but also with 
soft competencies to help them to be good people”. T12.  Another teacher 
reported, “I consider soft competencies more important than hard 
competencies, because they lead anyone to succeed as a person and 





competencies, and conduct interviews and tests to select the person with 
 
 have 
also confirmed the relationship between development of soft competencies 
t 
y 
5.  al; the development of ethical 





in their teams, not those who trying make others "look bad"“. E38.  
Soft competencies help an individual to differentiate his/her self in a 
competition with other candidates to win a job when his/her hard 
competencies are similar to those of others.   
This reason was reported by all the employers, 10 teachers out of 17 
(58.8%), 10 students (before Co-op) out of 27 (37%), and 29 students (
Co-op) out of 38 (76.3%).  For example, one employer said, “Soft 
competencies are the most important because most of the graduates are at 
about the same level in hard competencies. Soft competencies differ from
person to person… organisations are looking for staff who have better so
sufficient interpersonal skills to complete the work and the person who has
the capacity to develop himself and his organisation”. E3.  Teachers
and getting jobs.  For example, one teacher stated that clearly, “Soft 
competencies are very helpful in achieving occupations”. T8.  One studen
(after Co-op) confirmed that; he stated, “One of my friends has recentl
won a job among many candidates who applied for it… the reason was, in 
my opinion, that he is active and good at building relationships”. SA10 
One set of soft competencies are ethic
others.  This reason was reported by 8 employers out of 24 (33.3%), 3 
teachers out of 17 (17.6%), 5 students (before Co-op) out of 27 (18.5%), 
and 9 students (after Co-op) out of 38 (23.7%).  For example, one employer 
said, “Employers consider taking responsibility for employee’s values and 
personal integrity.  Good leaders should have ethical work competenc
be successful in Impact and Influence on others”. E25.  Another employer 
expressed the importance of soft competencies as an ethical value and th
characteristics of the people who have them.  He said, “Soft competencies
are more important, because they are the first step to learning the hard 
ones ... To master the job one must possess soft competencies”. “Employers 
are looking for employees who work well with others and support worke    177
However, another employer has mentioned the honesty as an important
value in the workplace, he said “Employer
 
s want those employees they can 
trust... this is very important to do a good job”. E26 
is 
well, and knowing how to be flexible are very important in 
6.  , 
f 
Co-op) out of 38 (55.3).  For example, one employer said, “Soft 




  T7.  
 
stomers face to face”.  T8.  Students also have smiliar view to 
employers and teachers.  For example, one student (after Co-op) said, “One 
g, 
Teachers and students (after Co-op), like employers, have placed emphas
on dealing well with others.  For example,  one teacher said, “Smiling, 
communicating 
today's workplace”. T1, while a student stated, “One of the most important 
traits in the employee is the way he deals with others.  Some people are 
actually difficult, always, griping at others, criticising, blaming…” SA74 
Soft competencies are an important part of the success of an organisation
particularly one that frequently deals with customers face to face.   
This reason was reported by 12 employers out of 24 (50%), 5 teachers out o
17 (29.4%), 9 students (before Co-op) out of 27 (33.3%), and 21 students 
(after 
with customers face to face”. E14.  Another one added “Soft competencies 
are more important than hard competencies especially for employees 
customer services departments”. E23 
Teachers from their side, have expressed the impact of soft compete
increasing profits.  For example, one teacher stated, “I see soft competencies 
as more important, because in the market nowadays, employees with a high 
standard of soft competencies are the ones who make the difference.  Look at
salesmen, for example, how they can increase a company’s profits by 
understanding customers and respecting them when they meet them”.
Another said, “Soft competencies are very effective in jobs that require
meeting cu
of the most important traits in the employee is the way he deals with others.  
Some people are actually difficult, always, griping at others, criticisin    178
b ming… This kind of people should be away from those departments 
ling with customers face to face”. SA8 
la
dea
The increasing number of reasons provided by students (after Co-op) for 
s 
ind r views 
bef




 training [he means Co-op] helped them to do 
so”.  
is 
e under taken by schools from the early stages”..  
Interviewee 7 said, “As for the difficulty of teaching soft competencies in the 
workplace; graduates should learn them in schools”..  Interviewee 4 invited 
more cooperation between educational institutes and private sector, he said, 
“We are keen to see more cooperation between us and the Institute of Public 
Administration and other educational institutions… We should work 
together on designing courses to meet the requirements of the private 
sector”.   
In similar way, interviewee 2 added, “More cooperation between employers 
and educators means more understanding of workplace demands”.   
favouring soft competencies as more important than hard competencie
icates a clear change in their perceptions when compared with thei
ore Co-op.   
They reported that students’ perceptions of the importance of competen
changed as a result of participation in the Co-op.  Five of the interviewees
reported that students gave more attention to acquiring soft competencies.  
For example, interviewee 1 said, “Yes, what I have seen is more concern 
from students to the soft competencies.  This was declared by the students 
who I am supervising”.  Interviewee 4 stated: “Yes, students at the end of 
the Co-op were aware that they should put more effort into developing s
competencies, and this kind of
The interviewees provided some comments and suggestions for improving 
students’ awareness of the importance of generic competencies.  For 
example, interviewee 1 suggested, “It is not enough for students to 
participate in the Co-op training to be prepared for the workplace.  Th
mission should b    179
4.5  Objective Four: Most Important Competencies required to be 
Developed in IPA's Post-secondary Graduates Entering the 
Workplace 
4.5.1  Employers’ Perceptions of the Most Important Compet
ce 
T e frequency distribution an ercentage r employers’ 
p  important competencies required to be developed in 
I  the w kplace.  Fi re 13, illustrates 
the rating of the importance of competencies in order.  The ten competencies 
considered most im lish Language (overall), attendance and 
t g, computer literacy, ability and willingness to learn, self-confidence, 
confidentiality at work, organisational commit ent, self-control, technical 
e ing.   
T loyers require stu ts to give re attent  to 
d   The employer terviewees asserted that clearly.  
For exam “Behaviou  compete s are sti
considered very important to be developed by students during  work”.











required to be Developed in IPA's Post-secondary Graduates 
Entering the Workpla
able 54 shows th d p s fo
erceptions of the most




xpertise, and problem solv
his result showed that emp den  mo ion
eveloping soft competencies. -in
ple, interviewee 4 stated,  ral ncie ll 
  He also 
ommented, “
f technical skills”.     180
Table 54. Most Important Competencies Required to be Developed in IPA’s 
Post-secondary Graduates as Perceived by Employer-Participants (N=38)  





Hard skills       
Analytical thinking  3 8  3  15 
Conceptual thinking  1 2.5 5  25 
Technical expertise  10  26 2 7 
Computer literacy  14  37 1 3 
Written communication  3 8  3  15 
Person -  al planning and organisational skills  0  0 - 
Soft ski       lls 
Achievement orientation  6  16 11 12 
Concern for order, quality and accuracy  3  8 14 15 
Initiative  2  5.5 17 20 
Information seeking  2  5.5 17 20 
Interpersonal understanding  2  5.5 17 20 
Ability and willingness to learn  13  34 3 4 
Customer service orientation  1  2.5 22 25 
Impact and Influence on others  1  2.5 22 25 
Organisational awareness  2  5.5 17 20 
Relationship building  1  2.5 22 25 
Developing others  1  2.5 22 25 
Directiveness  5  13 12 13 
Teamwork and cooperation  3  8 14 15 
Team leadership  3  8 14 15 
Self-control  10  26 6 7 
Self-confidence  12  31.5 4 5 
Flexibility  0  0 - - 
Organisational commitment  10  26 6 7 
Problem solving  8 21  9  10 
Energy & passion  2  5.5 17 20 
English language (overall)  27  71 1 1 
English language (writing)  5  13 12 13 
English language (speaking)  7  18 10 11 
Attendance and timekeeping  22  58 2 2 
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Figure 13. Employers’ Perceptions of Most Important Co etencies 
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4 hers’ Perceptions of Most Important Competencies required to 
loped in IPA's Post-secondary  aduates ring the
rkplace 
Table 55 shows the frequency distribution and per centages fo
p portant competencies required to be developed in 
I ates entering the workplace.  Figu 4, illustr s 
t ce of competencies in o er.  The  mpetencies 
c ere: English Language (overall), computer 
Literacy, attendance and timekeeping, concern f rder, qua and accu y, 
onfidentiality at work, written communication, teamwork and cooperation, self-
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Table 55. Most Important Competencies Required to be developed in IPA’s 
Post-secondary Graduates as Perceived by Teacher-Participants (N=38) 






Hard skills       
Analytical thinking  3 8  3  17 
Conceptual thinking  0  0 - - 
Technical expertise  1 2.5 5  27 
Computer literacy  24  63 1 2 
Written communication  9  23.5 2 6 
Personal planning and organisational skills  2 5.5 4  21 
Soft skills       
Achievement orientation  9  23.5 5 6 
Concern for order, quality and accuracy  15  39.5 3 4 
Initiative  5 13  9  11 
Information seeking  1  2.5 23 27 
Interpersonal understanding  5 13  9  11 
Ability and willingness to learn  6 16  8  10 
Customer service orientation  5 13  9  11 
Impact and Influence on others  2  5.5 18 21 
Organisational awareness  2  5.5 18 21 
Relationship building  4 10.5 15 17 
Developing others  0  0 - - 
Directiveness  2  5.5 18 21 
Teamwork and cooperation  9  23.5 5 6 
Team leadership  2  5.5 18 21 
Self-control  5 13  9  11 
Self-confidence  9  23.5 5 6 
Flexibility  5 13  9  11 
Organisational commitment  0  0 - - 
Problem solving  3  8 15 17 
Energy & passion  2  5.5 18 21 
English language (overall)  24  63 1 1 
English language (speaking)  5 13  9  11 
English language (writing)  4 10.5 15 17 
Attendance and timekeeping  16  42 2 3 











Figure 14. Teachers’ Perceptions of Most Important Competencies
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4.5.3  omparison between Teachers and Employers of the Most 
Important Competencies re
C
quired to be Developed in IPA's Post-
secondary Graduates Entering the Workplace 
The comparison between employers and teachers in ranking t e ten most 
i es required to be developed by IPA’s Post-secondary 
g  wo as an ag
competencies.  These com age (
attendance and timekeepi  w
self-confidence, and confi r o ost 
important competencies required to  loped by the gradu
employers’ point of view  itments, 




th in orde  othe  four key 
competencies required to  e graduates in tea
w re: concern for order, q mu
teamwork and cooperation Th
were ranked 17
th, 18
th, 16 r, in employers’ perceptions.  This 
agreement between employers and teachers seems to be interesting as the two 
p o p kplace. 
4.5.4  Employers’ and T g P
Competencies as 
Employers and teachers w n
competencies required to  The
were: English language (o ing puter 
l eracy, ability and willin nd 
work.  Employers and tea so
s ows examples of the rea  th




raduates entering the rkplace showed that there w
petencies were: English langu
ng, computer literacy, ability and
dentiality at work.  The other fou
be deve
reement on six 
overall), 
illingness to learn, 
f the ten m
ates from 
were: organisational comm
roblem solving.  These competencies were ranked 30
r, in teachers’ perceptions.  The
be developed by th
self-control, 





e uality and accuracy, written com





arties work together t repare students for the wor
eachers’ Reasons for Selectin
Most Important  
articular 
 most important 
se competencies 
com
ere in agreement on 6 out of the te
be developed in the graduates.  
verall), attendance and timekeep
gness to learn, self-confidence, a
chers have given quite similar rea
sons given by the two groups for
e of these competencies
, 
it confidentiality at 
ns.  Table 56 
e importance of 
ates
h    186
T ployers’ an s for Selecting Particular 





able 56. Em d Teachers’ Reason
portant 
Hard competencies   
Computer literacy   “I do not think that IPA’s 
graduates are weak in using 
computers, what I mean is that 
e always should give more 
nt 
omputer literacy is an 
portant competency, so 
udents in any institute have to 
epare themselves well to be 
 




























“It is the time of the computer.
his T
important”. E11 
“The ability of computers to 




“Computer literacy becomes 
more important by the time”.
Computers are used in most 
aspects of life n
performed by the computer, 




Soft competencies   










improvements in the quality of 
ork.  The problem is in the 
lues in 
the workplace… Schools should 
pay more attention in educating 
students in a practical way to 
work with ethics”. E12 
ding students not only 
with professional skills, but 
also with ethical values”. 
T25 
 
“Concern for order, quality 
and accuracy is very 
important because it affects 
the outcome of the work”. 
T28 
 






“This is an e
Graduates should be aware 
the importance of concern for 
order, and observe quality and
accuracy in the work”. E10 
“Our religion asks us to do w
with high quality.  We believe 
that religion can contribute to 
w
practice of the ethical va
“There is a lack of attention 
given to quality and accuracy 
in doing work.   This problem 
seems to be an ethical 
problem.  I think schools 
should give more attention to 
provi    187
Ability and 
















“To keep going along with 
changes and developments in 
workplace”. E6 
 
“It is a base in dev






It is essential to success in 
oing a  job.  Career progress 
epends on self-confident”. E32 
essful 
fident if 
“Self-confidence is a very 
important competency.  It is the 
chers to 











“One of the most important 
attributes for a succ





“Students have to be con





















“The local companies need 
English language to deal with 
their clients abroad, and even 
locally sometimes”. E1 
“It is the main language of 






pecially in the private sector”. 
the IPA to be competent in 
English language.  We believe 
that this language is highly 
required in the workplace…  ‘Do 
you speak English’ has become a 
very common question from 








“It is also, the only way to 
active oral contact with 
different nationaliti
w















“It affects work 
productivity”. E1 
   
“Key issue in the workplace 
to ensure the completion of 








Timekeeping is very 
important to be developed by 
students before they enter the 
workplace.  School with 
cooperation from parents can 
solve poor attendance”. T4 
   
“As a teacher, I require students 
to come on time.  Their 
behaviours in the early stages 










information should never be 
information by employees 
can negatively affect an 
“Discovering some 




school the importance of 








discussed outside of our 
office. Many employees like 
to talk about their jobs 
outside.  Graduates should be 
prepared ethically to keep 
secrets”. E38 
 
“Revealing an organisation’s 
organisation such 
financial plans may harm an 
organisation.  Ther
confidential an
information must be secret”. 
T8 
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4.6  Objective Five: Most Important Sources that Developed Students’ 
Awareness of Importance of Competencies 
This section presents students’ perceptions of the most important sources that 
 
 
Awareness of the Importance of the Achievement orientation 
As shown in Table 57, students perceived home/family/community as the most 
importan  in develop re tanc hievement 
orientation (209 rank total, 2 re as Post-secondary 
), third was the Co-op Programme (291, 48%), fourth 
ool (356, 65%), and the l as self-taught (381 rank total) and (71% 
 score). 
tudents’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Achievement orientation 
ompetency (N=99)   
developed students’ awareness of the importance of competencies.  Results were
obtained by conducting ‘Direct Ranking’.  The estimated rank total and scale 
scores are the criteria of ranking of sources for each competency. 
4.6.1 Students’ ranking of the most Important Sources in developing their
competency  
t sources ing their awa ness of impor e of Ac
8% scale sco ).  Second, w
Programme PSP (248, 38%






Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 209  28  1 
School 356  65  4 
PSP 248  38  2 
Co-op Programme  291  48  3 
Self-taught 381  71  5 
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4.6.2 Students’ ranking of the most Important Sources in developing their




ess of rtance of Concern for order, quality and 
accuracy, Table 58 shows that st ts perceived  as the mo mportant 
e (218 rank total, 30% scale score).  Second, was home/fam /community 
as the Co-op amme (297, 50%), fourth was school 
 while self taught cam t at 384 rank total and 72% scale score. 
king of the most Important Sources in developing 
their Awareness of the Importance of the Concern for order, quality and 
Source 
Out of 495  Out of 100 
Rank 
  
In developing their awaren  impo
uden  PSP st i
sourc ily
(247, 37%), third w  Progr
(337, 60%), e las
Table 58. Students’ ran
accuracy competency (N=99)   
Rank Total  Scale Score 
Home/family/community 247  37  2 
School 337  60  4 
PSP 218  30  1 
Co-op Programme  3  297  50 
Self-taught 384  72  5 
 
4.6.3 Students’ ranking of the most Important Sources in developing their 
Aw  of the Imp e pet
nts per d home/fam ommunity as the most 
important source in developing their awareness of the importance of Initiative 
 rank total, 28% scale score) ond was PS 48, 38%),  rd was the 
(291, 48%), f  was school (356, 65%), and the last was 
81 rank total and 71% scale score. 
 
areness ortance of th  Initiative com ency  
Table 59 shows that stude ceive ily/c
(209 .  Sec P (2 thi
Co-op Programme  ourth
self-taught 3
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Table 59. Students’ ranking of the most Important Sources in developing 




Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 209  28  1 
School 356  65  4 
PSP 248  38  2 
Co-op Programme  291  48  3 
Self-taught 381  71  5 
 
4.6.4 Students’ rank n i g of the most Important Sources in developing their 
Awareness of the Imp e seeking competency  
PSP as the most important source in 
ss of the im Information seeking (184 rank 
total, 21% scale score).  Second was home/family/community (298, 50%), third 
e (302, 51%), fourth was self-taught (336, 60%), and 
nk total and 68% scale score. 
able 60. Students’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Information seeking competency 
Out of 495  Out of 100 
ortance of th  Information 
As shown in Table 60, students perceived 
developing their awarene portance of 
was the Co-op Programm
the last was school at 367 ra
T
(N=99)   
Source 
Rank Total  Scale Score 
Rank 
Home/family/community 298  50  2 
School 367  68  5 
PSP 184  21  1 
Co-op Programme  302  51  3 
Self-taught 336  60  4 
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4.6.5 Students’ ranking of the most Important Sources in developing their
Awareness of the Importance of the Interpersonal understanding 
 
competency  
In developing their awarenes ce onal understanding, 
nts per d home/fam ommunity as the most 
nt source (166 rank total,  scale score econd was  P (249, 
), third was the Co-op Progr  (317, 55%), fourth was school (334, 
ht came last w 19 rank tot d 81% sca core. 
able 61. Students’ ranking of the most Important Sources in developing 
areness of the Importance of the Interpersonal understanding 
competency (N=99)   
Out of 495  Out of 100 
s of importan  of Interpers
Table 61 shows that stude ceive ily/c
importa  30% ).  S PS
38% amme




Rank Total  Scale Score 
Rank 
Home/family/community 166  17  1 
School 334  59  4 
PSP 249  38  2 
Co-op Programme  317  55  3 
Self-taught 419  81  5 
 
4.6.6 Students’ ranking of the most Important Sources in developing their




Table 62 shows that students perceived PSP  rtan  in 
developing their awareness o nce of Ability and willingness to learn 
/family/community (228, 
th was the Co-op Programme (326, 
), and the last was self-taugh  rank total a 6% scale s re. 
as most impo t source
f the importa
(220 rank total, 31% scale score).  Second, was home
33%), third was school (313, 54%), four
57% t 398 nd 7 co
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Table 62. Students’ ranking of the most Important Sources in developing 
Awareness of the Importance of the Ability and willingness to learn 




Rank Total  Scale Score 
Rank 
Out of 495  Out of 100 
Home/family/community 228  33  2 
School 313  54  3 
PSP 220  31  1 
Co-op Programme  326  57  4 
Self-taught 398  76  5 
 
4.6.7 Students’ ranking of the most Important Sources in developing their 
Aw of the Imp Customer service orientation 
competency  
n in Table 63, Students  ived the Co-op Programme as most 
rtant source in developing t wareness of  importance of Customer 
 (211 rank total, 28% scale score).  Second was PSP (218, 
was home/family/co fourth was self-taught 
78, 70%), and the last was school at 386 rank total and 72% scale score. 
their  n 
comp
Rank Total  Scale Score 
areness  ortance of the 
As show perce
impo heir a  the
service orientation
30%), third  mmunity (298, 50%), 
(3
Table 63. Students’ ranking of the most Important Sources in developing 
Awareness of the Importance of the Customer service orientatio
etency (N=99)   
Source  Rank Total 
Out of 495 
Out of 100 
Rank 
Home/family/community 298  50  3 
School 386  72  5 
PSP 218  30  2 
Co-op Programme  211  28  1 
Self-taught 378  70  4 
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4.6.8 Students’ ranking of the most Important Sources in developing their




In developing their awareness of importance nd Influence on 
at stud erceived PS s the most  t 
241 rank total, 36% scale e).  Second was the Co-op Programme 
, 37%), third was home/fam unity (267, 42%), fourth was school 
f-taught came last at 372 rank total and 69% scale score. 
able 64. Students’ ranking of the most Important Sources in developing 
areness of the Importance of the Impact and Influence on others 
competency (N=99) 
Out of 495  Out of 100 
 of Impact a
others, Table 64 shows th ents p P a importan
source (  scor
(245 ily/comm




Rank Total  Scale Score 
Rank 
Home/family/community 267  42  3 
School 363  67  4 
PSP 241  36  1 
Co-op Programme  245  37  2 
Self-taught 372  69  5 
 
4.6.9 Students’ ranking of the most Important Sources in developing their
Awareness of the Importance of the Organisational awareness 
 
competency  
Table 65 shows that students P p Programme as the 
t sour  developing ir awarene f importance 
nisational awareness (224 rank total, 32% scale score).  Third was 
/family/community (289, 48%), fourth was school (365, 67%), and the last 
 rank total an  scale scor
 perceived PS  and the Co-o
two equally most importan ces in  the ss o
of Orga
home
was self-taught 384 d 72% e. 
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Table 65. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Organisational awareness 





Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 289  48  3 
School 365  67  4 
PSP 224  32  1 
Co-op Programme  225  32  1 
Self-tau ht 384  72  5  g
  
4.6.10  Students’ ranking of the most Impo
Awareness of the Impo  
own in Table 66, students p ved home/f y/community as most 
 developing t wareness of  importance of 
p building (181 rank total, 21% scale score).  Second was PSP (260, 
1%), third was the Co-op Programme (314, 54%), fourth was school (346, 
62%), and the last was self-taught at 384 rank total and 72% scale score. 
Table  ng 
their Awareness of the Importance of the Relationship building competency 
(N=99)   
rtant Sources in developing their 
rtance of the Relationship building
competency  
As sh ercei amil
important source in heir a  the
Relationshi
4
66. Students’ ranking of the most Important Sources in developi
Source 
Rank Total 
Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 181  21  1 
School 346  62  4 
PSP 260  41  2 
Co-op Programme  314  54  3 
Self-taught 384  72  5 
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4.6.11  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Developing others competency  
S ir 
In develo ir awarenes ce g o able 67 
shows that students perceive mo
 was h amily/community (249, 38%), third was 
op Programme (271, 43%), fourth was school (362, 66%), and self-
t came last at 382 rank total and 71% scale score. 
tudents’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Developing others competency 
=99)   
ping the s of importan  of Developin thers, T
d PSP as the  st important source (221 rank total, 







Out of 495 
Scale Score 
Out of 100 
Rank 
Home/fa   38  2  mily/community 249
School 362  66  4 
PSP 221  31  1 
Co-op Programme  271  43  3 
Self-taught 382  71  5 
 
4.6.12  Students’ ranking of the most Important Sources in developing their 
A
Table 68 shows that students perceived PSP as most important source in 
developing their awareness o nc ness (219 rank total, 
30% scale score).  Second w
0, 46% rth was school (365, 67%), and the last 
f-taught 384 rank total an  scale scor
 
wareness of the Importance of the Directiveness competency  
f the importa e of Directive
as home/family/community (249, 38%), third was 
the Co-op Programme (28 ), fou
was sel d 72% e. 
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Table 68. Students’ ranking of the most Important Sources in developing 






Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 249  38  2 
School 351  64  4 
PSP 219  30  1 
Co-op Programme  280  46  3 
Self-tau ht 384  72  5  g
 
4.6.13  ’ ranking 
their Awareness of the Importance of the 
petenc
own in Table 69, students p ved home/f y/commun  as the most 
 developing t wareness of amwork and 
 (210 rank total, 28% scale score).  Second was PSP (241, 36%), 
ird was the Co-op Programme (278, 45%), fourth was school (356, 65%), and 
the last was self-taught at 400 rank total and 76% scale score. 
Table 
their Awareness of the Importance of the Teamwork and cooperation 
competency (N=99)   
Students of the most Important Sources in developing 
Teamwork and 
cooperation com y  
As sh ercei amil ity
important source in heir a  importance of Te
cooperation
th
69. Students’ ranking of the most Important Sources in developing 
Source 
Rank Total 
Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 210  28  1 
School 356  65  4 
PSP 241  36  2 
Co-op Programme  278  45  3 
Self-taught 400  76  5 
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4.6.14  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Team leadership competency  
S ir 
In develo r awarenes rt  lead
shows that students perceive mo
 was h amily/community (247, 37%), third was 
op Programme (255, 39%), fourth was school (350, 63%), and self-
t came last at 307 rank total and 78% scale score. 
tudents’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Team leadership competency 
=99)   
ping thei s of the impo ance of Team ership, Table 70 
d PSP as the  st important source (226 rank total, 







Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 247  37  2 
School 350  63  4 
PSP 226  32  1 
Co-op Programme  255  39  3 
Self-taught 407  78  5 
 
4.6.15  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Analytical thinking competency 
S ir 
Table 71 at students P rtant source for the 
development of their awaren or lytical thinking (219 
).  Sec e/fa y/commun (234, 34%), 
s the Co-op Programme (278, 45%), fourth was school (357, 65%), and 
st was self-taught at 397 rank total and 75% scale score. 
 
 
 shows th  perceived PS  as most impo
ess of the imp tance of Ana
rank total, 30% scale score ond was hom mil ity 
third wa
the la
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Table 71. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Analytical thinking competency 





Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 234  34  2 
School 357  65  4 
PSP 219  30  1 
Co-op Programme  278  45  3 
Self-taught 397  75  5 
 
4.6.16  Students’ ranking of the most Impo
Awareness of the Impo  competency  
n in Table 72, students p ved PSP as the most important source in 
evelopment of their awareness of the importance of Conceptual thinking 
 scale score) ond was ho mily/community (238, 
was the Co-op Progr  (208, 53%), fourth was school (349, 
3%), and the last was self-taught at 372 rank total and 69% scale score. 
their A tency 
(N=99)
rtant Sources in developing their 
rtance of the Conceptual thinking
As show ercei
the d
(218 rank total, 30% .  Sec me/fa
35%), third  amme
6
Table 72. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Conceptual thinking compe
   
Source 
Rank Total 
Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 238  35  2 
School 349  63  4 
PSP 218  30  1 
Co-op Programme  308  53  3 
Self-taught 372  69  5 
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4.6.17  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Technical expertise competency
S ir 
  
In develo r awarenes rt ical ise, Table 
73 shows that students perce he nt source (245 rank 
econd  e Co-op Pr mme (259, 40%), third 
e/family/community (265, 42%), fourth was self-taught (354, 64%), 
chool came last at 362 rank total and 66% scale score. 
tudents’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Technical expertise competency 
=99)   
ping thei s of the impo ance of Techn  expert
ived PSP as t  most importa







Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 265  42  3 
School 362  66  5 
PSP 245  37  1 
Co-op Programme  259  40  2 
Self-taught 354  64  4 
 
4.6.18  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Self-control competency  
S ir 
Table 74 shows that students perceived the  e most 
important source which deve a  importance of Self-
% sca re).  Second s home/fam /community 
%), third was PSP (255, 39%), fourth was school (340, 61%), and the 
as self-taught at 389 rank total and 73% scale score. 
 
 
Co-op Programm  as the 
loped their aw reness of the
control (248 rank total, 38 le sco  wa ily
(253, 39
last w
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Table 74. Students’ ranking of the most Important Sources in developing 






Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 253  39  2 
School 340  61  4 
PSP 255  39  3 
Co-op Programme  248  38  1 
Self-taught 389  73  5 
  
4.6.19  Students’ ranking of the most Impo
Awareness of the Impo  competency  
n in Table 75, students p ved home/f y/commun  as the most 
rtant source which develope ir awareness of the importance of Self-
nk total, 23% scale score).  Second was PSP (284, 47%), 
e Co-op Programme (301, 51%), fourth was school (342, 61%), and 




Rank Total  Scale Score 
Rank 
rtant Sources in developing their 
rtance of the Self-confidence





Table 75. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Self-confidence competency 
   
Out of 495  Out of 100 
Home/family/community 191  23  1 
School 342  61  4 
PSP 284  47  2 
Co-op Programme  301  51  3 
Self-taught 365  67  5 
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4.6.20  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Flexibility competency  
S ir 
In develo r awarenes rt ility  76 shows 
that students perceived home u ost important source 
 score) ond was PSP (276, 45%),  rd was the 
rogramme (308, 53%), f  was school (358, 65%), while self-taught 
l and 66% scale score. 
tudents’ ranking of the most Important Sources in developing 




Out of 495 
Scale Score 
Out of 100 
Rank 
ping thei s of the impo ance of Flexib , Table
/family/comm nity as the m
(181 rank total, 21% scale .  Sec thi
Co-op P ourth
came last at 362 rank tota
Table 76. S
 
Home/family/community 181  21  1 
School 358  65  4 
PSP 276  45  2 
Co-op Programme  308  53  3 
Self-taught 362  66  5 
 
4.6.21  Students’ ranking of the most Important Sources in developing their 
Awareness of the Importance of the Organisational commitment 
competency  
Table 77 shows that students perceived hom munity as the most 
important source in developing t wareness of  importance of 
sational commitment (19 k total, 24% le score).   ond was 
(276, 45%), third was the Co-op Programme (308, 53%), fourth was school 
 last was self ht at 377 rank total and 70% scale score. 
 
e/family/com
heir a  the
Organi 6 ran  sca Sec
PSP 
(373, 69%), and the -taug
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Table 77. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Organisational commitme
tency (N=99)   
their A nt 
compe
Source 
Rank Total  Scale Score 
Rank 
Out of 495  Out of 100 
Home/family/community 196  24  1 
School 373  69  4 
PSP 254  39  2 
Co-op Programme  282  46  3 
Self-taught 377  70  5 
 
oping their 
Awareness of the Importance of the Problem solving competency  
As shown in Table 78, Students perceived home/family/community as the most 
velope ir awareness of the importance of 
 solving (213 rank total, 29% scale score).  Second was PSP (230, 
), third was the Co-op Progr  (279, 45%), fourth was school (363, 
as self-taugh 00 rank tota d 76% scal core. 
able 78. Students’ ranking of the most Important Sources in developing 
their Awareness of the Importance of the Problem solving competency 
(N=99)   
Out of 495  Out of 100 
4.6.22  Students’ ranking of the most Important Sources in devel
important source which de d the
Problem
33% amme
67%), and the last w t at 4 l an e s
T
Source 
Rank Total  Scale Score 
Rank 
Home/family/community 213  29  1 
School 363  67  4 
PSP 230  33  2 
Co-op Programme  279  45  3 
Self-taught 400  76  5 
     204
4.6.23  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Personal planning and 
S ir 
organisational skills competency  
In developing their awarenes rta nal planning and 
le 79 s  that studen rceived 
mily/community as the m 214 rank total, 29% 
 score).  Second was PSP (2 5%), third was the Co-op Programme 
was school (3 6%), and self-taught came
% scale score. 
Table 79. Students’ ranking of the most Important Sources in developing 
Source 
Rank Total  Scale Score 
Rank 
s of the impo nce of Perso
organisational skills, Tab hows ts pe
home/fa ost important source (
scale 38, 3
(294, 49%), fourth  62, 6  last at 377 rank 
total and 70
their Awareness of the Importance of the Personal planning and 
organisational skills competency (N=99)   
Out of 495  Out of 100 
Home/family/community 214  29  1 
School 362  66  4 
PSP 238  35  2 
Co-op Programme  294  49  3 
Self-taught 377  70  5 
 
4.6.24  Students’ ranking of the most Important Sources in developing their 
A s of the Im th assi petency  
nts per d home/family/community as the most 
nt source for the develop of their awareness of the importance of 
gy & passion (221 rank total, 31% scale score).  Second was PSP (228, 
 Co-op Progr  (302, 51%), fourth was self-taught (366, 
he last was school at  ank total an % scale sc . 
 
warenes portance of  e Energy & p on com
Table 80 shows that stude ceive
importa ment 
Ener
33%), third was the amme
67%), and t 367 r d 68 ore    205
Table 80. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the Energy & passion compete
   
their A ncy 
(N=99)
Source 
Rank Total  Scale Score 
Rank 
Out of 495  Out of 100 
Home/family/community 221  31  1 
School 367  68  5 
PSP 228  33  2 
Co-op Programme  302  51  3 
Self-taught 366  67  4 
 
4.6.25  Students’ ranking of the most Important Sources in developing their 
A s of the Im litera petency  
dents p ved PSP as the most important source for 
elopment of their awareness of the importance of Computer literacy (224 
total, 32% scale score).  Sec e/fa y/commun (240, 36%), 
 Programme (300, 51%), fourth was school (362, 66%), and 
 self-taught at 361 rank total and 66% scale score. 
Table 81. Students’ ranking of the most Important Sources in developing 
Rank Total 
Out of 495 
Scale Score 
Out of 100 
Rank 
warenes portance of the Computer  cy com
As shown in Table 81, stu ercei
the dev
rank  ond was hom mil ity 
third was the Co-op
the last was
their Awareness of the Importance of the Computer literacy competency 
(N=99)   
Source 
Home/family/community 240  36  2 
School 362  66  4 
PSP 224  32  1 
Co-op Programme  300  51  3 
Self-taught 361  66  4 
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4.6.26  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of the Written communication 
S ir 
competency  
In developing their awarenes rta n communication, 
Table 82 shows that students perceived PSP as th st important source (213 
rank total, 29% scale score).  Second was home/family/community (259, 40%), 
 was the Co-op Programme (291, 48%), fourth was school (351, 64%), and 
st at 372 rank total and 69% scale score. 
able 82. Students’ ranking of the most Important Sources in developing 
areness of the Importance of the Written communication 
competency (N=99)   
Out of 495  Out of 100 







Rank Total  Scale Score 
Rank 
Home/family/community 259  40  2 
School 351  64  4 
PSP 213  29  1 
Co-op Programme  291  48  3 
Self-taught 372  69  5 
 
4.6.27  Students’ ranking of the most Important Sources in developing their 
A
Table 83 shows that students P po urce which 
developed their awareness of ce anguage (overall) (197 
).  Sec as the Co- rogramme 3, 46%), 
third was home/family/community (286, 47%), fourth was school (355, 65%), 
he last was self-taught at 36 k total and 6  scale score
wareness of the Importance of the English language (overall) 
competency  
 perceived PS  as the most im rtant so
 the importan  of English l
rank total, 25% scale score ond w op P  (28
and t 9 ran 8% . 
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Table 83. Students’ ranking of the most Important Sources in developing 
wareness of the Importance of the English language (overall) 




Rank Total  Scale Score 
Rank 
Out of 495  Out of 100 
Home/family/community 286  47  3 
School 355  65  4 
PSP 197  25  1 
Co-op Programme  283  46  2 
Self-taught 369  68  5 
  
4.6.28  Students’ ranking of the most Important Sources in developing their 
Awareness of the Impo  
competency  
n in Table 84, students p ved PSP as the most important source 
h developed their awareness of the importance of English language 
 total, 24% scale score).  Second was 
y/community (292, 49%), third was the Co-op Programme (305, 
2%), fourth was school (319, 56%), and the last was self-taught at 371 rank 
total and 69% scale score. 
Table  g 
their A e Importance of the English language (writing) 
compe  











Out of 495 
Scale Score 
Out of 100 
Rank 
Home/family/community 292  49  2 
School 319  56  4 
PSP 195  24  1 
Co-op Programme  305  52  3 
Self-taught 371  69  5 
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4.6.29  Students’ ranking of the most Important Sources in developing their 
Awareness of the Importance of the English language (speaking) 
competency  
In developing their awarenes rta sh language 
s that  nts perceive SP as the m t important 
198 rank total, 25% scale e).  Second was home/fam /community 
(282, 46%), third was the Co-op Programme (315, 55%), fourth was school 
f-taught came last at 367 rank total and 68% scale score. 
able 85. Students’ ranking of the most Important Sources in developing 
areness of the Importance of the English language (speaking) 
competency (N=99)   
Out of 495  Out of 100 
s of the impo nce of Engli
(speaking), Table 85 show stude d P os
source (  scor ily




Rank Total  Scale Score 
Rank 
Home/family/community 282  46  2 
School 323  57  4 
PSP 198  25  1 
Co-op Programme  315  55  3 
Self-taught 367  68  5 
 
4.6.30  tudents’ ranking of the most Important Sources in developing the




Table 86 shows that students P rtant source for the 
eness of the importance
ping (205 rank total, 27% scale score).  Second was the Co-op 
Programme (259, 40%), third was home/family/community (263, 41%), fourth 
%), and the last was self-taught at 410 rank total and 79% 
 
 perceived PS  as most impo
development of their awar  of Attendance and 
timekee
was school (347, 63
scale score.
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Table 86. Students’ ranking of the most Important Sources in develop






Rank Total  Scale Score 
Rank 
Out of 495  Out of 100 
Home/family/community 263  41  3 
School 347  63  4 
PSP 205  27  1 
Co-op Programme  259  40  2 
Self-taught 410  79  5 
 
4.6.31  Students’ ranking of the most Important Sources in developing their 
Awareness of the Importance of the Confidentiality at work 
competency  
As shown in Table 87, students perceived PSP as the most important source 
hich developed their awareness of importance of Confidentiality at work (202 
rank total, 26% scale score).  Second was the Co-op Programme (245, 37%), 
e/family/community (282, 46%), fourth was school (355, 65%), 
and the last was self-taught at 301 rank total and 76% scale score. 
king of the most Important Sources in developing 
eir Awareness of the Importance of the Confidentiality at work 
competency (N=99)   
Source 
Rank Total 
Out of 495 
Scale Score 




Table 87. Students’ ran
th
Home/family/community 282  46  3 
School 355  65  4 
PSP 202  26  1 
Co-op Programme  245  37  2 
Self-taught 401  76  5 
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4.6.32  ank values of the most Important Sources which Developed 
Students’ Awareness of the Importance of competencies as obtaine
R
d 
by conducting (Ranko) direct rank method for each competency. 
Table 88 shows rank values of the most im ent of 
areness of importance of competencies.  These values were 
ducting (Ranko) direct rank method for each competency, and 
used as a base to identify most/less important sources for th ent of 
eness of importance of co petencies (overall), and under the two 
categories - hard and soft competencies. 
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Table 88. Rank values of most Important Sources which Developed their 
ness of the Importance of competencies as obtain
o) direct rank method for each competency (N=9
Aware ed by conducting 
(Rank 9) 






Hard skills       
Analytical thinking  2 4  1  3  5 
Conceptual thinking  2 4  1  3  5 
Technical expertise  3 5  1  2  4 
Computer literacy  2 4  1  3  4 
Written communication  2 4  1  3  5 
Personal planning and organisational skills  1 4  2  3  5 
Soft skills          
Achievement orientation  1 4  2  3  5 
Concern for order, quality and accuracy 2  4  5    1 3 
Initiative  2  3  5  1 4 
Information seeking  2 5  1  3  4 
Interpersonal understanding  1 4  2  3  5 
Ability and willingness to learn  2 3  1  4  5 
Customer service orientation  3 5  2  1  4 
Impact and Influence on others  3 4  1  2  5 
Organisational awareness  3 4  1  1  5 
Relationship building  1 4  2  3  5 
Developing others  2 4  1  3  5 
Directiveness  2 4  1  3  5 
Teamwork and cooperation  1 4  2  3  5 
Team lead 3  5  ership  2 4  1 
Self-control  2 4  2  1  5 
Self-confidence  1 4  2  3  5 
Flexibility  1 4  2  3  5 
Organisational commitment  1 4  2  3  5 
Problem solving  1 4  2  3  5 
Energy & passion  1 5  2  3  4 
English language (overall)  3 4  1  2  5 
English language (writing)  2 4  1  3  5 
English language (speaking)  2 4  1  3  5 
Attendance and timekeeping  3 4  1  2  5 
Confidentiality at work  3 4  1  2  5     212
4.6.33  tudents’ ranking of the most Important Sources in developing the
Awareness of the Importance of Competencies  
S ir 
In develo ents’ aware
 that s nts perceived P as the mo important 
45 rank total, 11% scale  e).  Second w e/family/community 
1%), third was the Co-op P ramme (84, 43%), fourth was school (126, 
as self-taugh 150 rank total and 96% scale score.  It 
teresting result, espec y as school was in a low rank.  
king of the most Important Sources in developing 
their Awareness of the Importance of the 31 Competencies used in the study 
Source 
Out of 155  Out of 100 
Rank 
ping stud ness of importance of the 31 competencies used in 
this study, Table 89 shows tude  PS st 
source ( scor as hom
(57, 2 rog
77%), and the last w t at 
seems an in iall
Table 89. Students’ ran
(N=99)   
Rank Total  Scale Score 
Home/family/community 57  21  2 
School 126  77  4 
PSP 45  11  1 
Co-op Programme  3  84  43 
Self-taught 150  96  5 
 
 
4.6.34  Students’ ranking o p es in developing their 
A s of the Im H ncie
PSP as most important source for the 
development of their awareness of the importance of Hard Competencies (7 
was home/fam unity (12, 25%), 
third was the Co-op Programme (25, 46%), fourth was school (25, 79%), and the 
nk total and 92% scale score. 
 
f the most Im ortant Sourc
warenes portance of  ard Compete s  
Table 90 shows that students perceived 
rank total, 4% scale score).  Second  ily/comm
last was self-taught at 28 ra
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Table 90. Students’ rankin Sources in developing 
their Awareness of the Importance of Hard Competencies (N=99)   
g of the most Important 
Source 
Rank Total 
Out of 30 
Scale Score 
Out of 100 
Rank 
Home/family/community 12  25  2 
School 25  79  4 
PSP 7  4  1 
Co-op Programme  17  46  3 
Self-taught 28  92  5 
 
4.6.35  Students’ ranking of the most Important Sources in developing th
Awareness of the Importance of Soft Competencies   
As shown in Table 91, students perceived PSP as the most important sour
the development of their awareness of the importance of Soft Competencies (38
rank total, 13% scale score).  Second was home/family/community (44, 19%), 
third was the Co-op Programme 68, 43%), fourth was school (101, 76%), an
the last was self-taught at 122 rank total and 97% scale score. 
Table 91. Students’ ranking of the most Important Sources in developing 
their Awareness of the Importance of Soft Competencies (N=99)  
Source 
Rank Total 
Out of 125 
Scale Score 






Home/family/community 44  19  2 
School 101  76  4 
PSP 38  13  1 
Co-op Programme  68  43  3 
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Chapter 5:  Discussion  
 
d from the objectives of this 
study:  some commonality of views, and at the same time some disparity in 
ants; value of ‘ethical’ competencies, ability 
and willingness to learn, and English language competencies.  Low attention 
ance in the competency of English language (overall), some 
education programme’s impact in developing students’ awareness of the 
he role 
f the importance of 
ompetencies as an evidence of the effectiveness of the social learning.  
A number of themes and inferences have emerge
views of the importance of generic competencies between employers, teachers 
and students (before and after Co-op); ranking of competencies by students 
(after Co-op) indicates that they are in a transition zone where their views are 
becoming more like those of employers; high level of importance for all 
competencies perceived by particip
was given to competencies such as directiveness, developing others, and 
technical expertise; all groups perceived both hard and soft competencies as 
important.  However, there was consistency between the four groups in 
favouring soft competencies over hard competencies; an agreement between 
employers and teachers about the need to improve IPA’s Post-secondary 
graduates’ perform
ethical competencies and computer literacy; employers’, teachers’, and students’ 
perceptions of importance of competencies were affected by their different 
demographic characteristics; significant and clear evidence of the Co-operative 
importance of competencies, and issues that need to be resolved, such as t
of school in preparing students for the workplace; the impact of 
home/family/community in developing students’ awareness o
c
These themes and the implications of this study are now discussed through the 
five objectives that were established to accomplish this study, and used as a 
guide in the discussion.   
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Objective One: Competency Ranking 
Ranking of the standard list of competencies 
In terms of level of importance in employers’ perceptions (based on the Mean 
Level Definition, Table 20), no competency was ranked as ‘most important’ 
among the standard 26 competencies.  However, 16 competencies were rank
as ‘very important’, and the last 10 competencies were ranked ‘important’.
Table 28 and Figure 5, for details) 
This result supported H
ed 
 (See 
odges & Burchell (2003) who stated that employers 






Students (after particpating in the Co-op) perceived self-confidence, and 
s were 





areas.  In teachers’ perceptions, no competency was seen as ‘most important’,
while 22 competencies out of the 26 standard competencies were ‘very 
important’, and 4 competencies were ‘important’. (See Table 30 and Figure 7
for details) 
Concern for order, quality and accuracy was the only competency ranked a
‘most important’ by students (before particpating in the Co-op), while the oth
25 competencies were ‘very important’. (See Table 32 and Figure 9, for detail
computer literacy as ‘most important’, while the other 24 competencie
 
These results suggested that students (after Co-op) have given more attention to
self-confidence and computer literacy, as they perceived them as being ‘m
important’ while employers and teachers perceived them as ‘very important’
However, this seems to be a reflection of students’ participation in the Co-op, as 
employers have perceived self-confidence and computer literacy among the 
most important competencies required to be developed in IPA's post-secondary 
graduates entering the workplace today.  This change in students’ perceptions 
can be attributed to the nature of the workplace as a social environment, in 
which learning takes place through involvement in a real task.  In other words,     216
the Co-op practice period had stimulated and motivated students to give higher 
importance to self-confidence and computer literacy.  This is supported by 
Zegwaard, Coll, & Hodges (2003) who argued that graduates’ views become 
more like those of employers, and are influenced by other effects (e.g. 
ns for 
 
r literacy.  He said, “Computer literacy 








ils).  Employers’ 
emphasis on confidentiality at work seems a sign of their awareness of Saudi 
ciety, in which the family and tribe are the basis of the social structure (Rice, 
2003).  This might lead employees to spread confidential information about the 
rganisation.  The employers’ challenge is to create loyalty to the organisation 
by encouraging employees to use the organisation’s information appropriately, 
employment) after graduation.  In this study, employers have given reaso
graduates’ need for these two competencies.  For example, one employer stated,
“It is essential to success in doing a job.  Career progress depends on self-
confidence”.  Another employer required students to make more effort to 
improve their competencies in compute
well to be competent”. 
 
The high level of importance for all competencies perceived by teachers and
students (before and after Co-op) gives more support to Zegwaard, Coll & 
Hodges (2003), who found that recent science and technology graduates an
faculty members considered all the competencies as important.  The result
also in agreement with Rainsbury, Hodges, Burchell & Lay (2002) who
that both the students and graduates perceived all of the competencies are 
important.  The matching of this study’s evidence with what is found in the 
literature confirmed that the concern about developing generic competenc
through education has become a worldwide phenomenon. 
Ranking of the five additional competencies added for this study  
Confidentiality at work was the only one of the five additional competencies 
be ranked as ‘most important’ in employers’ perceptions, while the other four 
competencies were ranked as ‘very important’, namely: attendance, and 
timekeeping, English language (writing), English language (speaking), an
English language (overall). (See Table 29 and Figure 6, for deta
so
o    217
and keep confidential information that could negatively affect the organisation.  
In this study, one employer said, “Revealing an organisation’s information by 
 
laced upon the five additional competencies by 





 that students’ 
derstanding of the importance of ethical and English language competencies 
 be 
d 
ts can leave higher education 
without awareness of the importance of generic competencies.  This is because 
he workplace are often not well recognised, 
understood or developed in HE courses (Bennett et al., 2000).  
employees can negatively affect an organisation”. 
Teachers and students (before particpating in the Co-op) viewed all five 
competencies as ‘very important’, while students (after Co-op) ranked four out
of the five competencies as ‘most important’, with English language (writing) 
the only competency to be ranked as ‘very important’. (See Tables 31, 33 and 
35; Figures 8, 10, and 12, for details). 
The high level of importance p
these competencies in the Saudi workplace.  Despite students (after C
perceived four out of the five additional competencies as ‘most important’, 
while employers viewed only one as ‘most important’, this finding can
attributed to the impact of  IPA’s Co-operative education programmes in 
developing students’ awareness of the importance of competencies, as 
employers ranked these four competencies among the ten most impo
competencies required to be developed for the graduates.  The interest
is that teachers also were in agreement with employers about the need to 
improve IPA’s Post-secondary graduates’ performance in these four 
competencies.  This finding might lead to the conclusion
un
(after participating in the Co-op) required a social environment which can
provided within Co-op.   This difference in students’ perceptions before an
after Co-op supported the common idea that studen
the competencies needed in t
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Ranking of the Ten most Important Competencies 
Students (before and after particpating in the Co-op) versus employers 




the ten most important competencies.   Students’ perceptions (after Co-op) were 
he impact of the Co-operative education programme on 
students’ perceptions, which has made them closer to those of employers’, 
Teachers versus employers 
nking 
orate 
English language (speaking) (8
th), and English language
similar to employers’ as they ranked all of these competencies among the ten 
most important competencies with the following order: English language 
(overall) (1
st), English language (speaking) (4
th), and English language (writing) 
(8
th). (See figures 6, 10 & 12) 
The high ranking for English language (writing), English language 
(speaking), and English language (overall) by students (after Co-op) can be 
attributed to t
as these competencies were ranked 19
th, 27
th, and 29
th, in order, by students 
(before Co-op).  In this study, employers ranked English language 
competencies of the ten most important competencies required to be 
developed by the graduates.  For example, one employers stated, “English 
language is essential for all job seekers”. Another employer said, “It is the 
main language of written communication in the world”. 
 
Again, the social environment in the workplace during the Co-operative 
education programmes seems to be very effective in improving students’ 
awareness of the importance of the competencies. 
Of particular note, both employers and teachers had the same view in ra
confidentiality at work, attendance and timekeeping, and concern for order, 
quality and accuracy.  These competencies came as the top three, in order, in 
employers’ perceptions, while they were ranked 3
rd, 1
st, and 2
nd, in teachers’ 
perceptions. (See Figures 6 & 8).  The remarkable result is that these ‘corp    219
codes of conduct’ which include ‘ethical’ values were also ranked among the ten 
most important competencies by students, whether before or after particpating 
the Co-op.  Confidentiality at work, attendance and timekeeping, and concern 






unity to learn 
d what 
cting the wrong”.  
According to some authors (Bishop, 1992; Trevino and McCabe, 1994; 
 
cal dilemmas (Adams et al.,1998) 





st, in order, by students 




rd, in the standard list) in 
order, for students (after Co-op). (See Figures 10 & 12) 
The results reflected the value of ‘work ethics’ among educators and industry 
professionals. This was confirmed by (Lin, 2005) who asserted that employers 
today seek employees who are ethical.  Also the results were in agreement
a report by Online Recruitment (2006) which revealed that employers are 
placing much more emphasis on the soft skills of school leavers such as 
communication skills and work ethic.  The result was also confirmed by Sad
(2002) who found that ethics was considered to be important by both employers 
and alumni.  
In this study, the increased interest in ‘ethical’ competencies by students (a
Co-op) should be noted as a positive outcome of the effectiveness of th
programmes.  Co-operative education is considered as an important practical 
way to improve graduates’ business ethics, as it provides an opport
under real-work conditions.  For example, one employer said,“In preparing 
students for workplace, it is not enough to inform them what is wrong an
is right; we should train them to do the right and avoid a
McDonald, 1992) the real practical way of teaching business ethics is effective 
as students are able to apply them to actual work situations.  In the workplace
students work with ethi
Employers and teachers were in agreement on English language (writing
of the ten most important competencies.  This competency came 5
th in 
employers’ perceptions, and 6
th from teachers’ point of view.  The interestin
result is that while there was an agreement between employers and teachers on 
the importance of English language (writing); there was disparity in rankin
English language (speaking), and English language (overall).  These two     220
competencies were ranked 4
th, and 5















th, in teachers’ perceptions. (See Figures 6 & 8).  This 
value of English language (writing) by teachers, with less concern for spoken 
English comes as no great surprise to someone who has taught English in S
Arabia, since there are problems in the effective teaching of spoken English in 
the public school system.  Saudi students usually study English for a minimum 
of 6 years in intermediate, and secondary schools , and many continue to study
the language in university.  Despite this, very few students leave the syste
the ability to speak English effectively.  This is because teachers are focusing o
teaching written English, and they examine students in written form too.  
Moreover, passing university entrance examinations, which are in written 
English, may lead students to give more importance to written English th
workplace nowadays.  Employees need it to communicate well with non-Arabi
speakers, especially in the private sector.  
Oral communication seems to be as important in the workplace as written 
communication.  Teachers need to recognise that developing effective 
communication skills will improve students’ ability to communicate in different 
environments.  Students will benefit from understanding how oral 
communication skills are valued not only in a formal way as is provided throu
formal presentation at school, but also in an informal way, as most oral 
communication in the workplace is informal in nature.  
Hodges & Burchell (2003) justified the value of oral and written communicatio
in a professional office, as it is very important when dealing with clients and 
outside organisations.  
Patricia (2004) argued that using English as a working language within 
companies has many advantages; however, it can result in communication 
problems. Vollstedt (2002), as cited in Patricia (2004), states that estimates 
show that up to 50 per cent of employee input in project teams and work group
is lost since workers do not have the foreign language competency or self-
confidence to take part in discussions.  In this study, it is clear that stude    221
grasped the importance of competency in English language, which is a useful 
starting point.  Maes, Weldy and Icenogle (1997), consider oral communic
to be one of the three most important competencies required of graduates.
encourage such an awareness earlier, teachers should help learners use the 
language suitably in their working contexts, by using soft skills in their teach
in a very explicit way (Menochelli, 2006).  Also, teachers have to be clear abou
the function of any language item that they want to point out.  Any
ation 




between a certain linguistic form and the speaker’s intention can lead to 
nal 









-task components of the job, such as his/her 





nd learning new knowledge”.  
confusion or misunderstanding.  Teachers have to emphasise the interperso
syllabus and course books, teachers will have to try to achieve highly complex
aims besides those of teaching words and structures (Nieragden, 2000).   
The interesting result is that ability and willingness to learn was ranked 6
th by 
both employers and teachers among the important competencies from the 
standard list. (See Figures 5 & 7).  The result was in agreement with the finding
of Lin, 2005, when Taiwanese business teachers and business mangers ran
ability and willingness to learn as a most important competency.  The ability and
willingness to learn competency was also considered to be the most important 
employers’ perceptions in similar studies (Hodges & Burchell, 2003; Coll
Zegwaard & Hodges, 2002a, 2002b; Burchell, Hodges & Rainsbury, 2001).  
This result means that students who are unable to improve this competency will
lose a very valuble asset in their competition for a job.  Employers are no
worried about a graduate’s ability to do the tasks; instead they are concerned 
about his/her ability to do the non
of the organisation, and build effective working relationships. Employers 
concerned about how well he/she will be accepted as a member of the 
organisation and how effective he/she will be in learning how to get things 
accomplished (Holton, 1992/93).  Employers and teachers in this study were in
agreement to improve IPA’s Post-secondary graduates’ performance in the 
competency of ability and willingness to learn.  One employer said, “T
going along with changes and developments in workplace”.  While one teac
stated, “It is a base in developing skills a    222
The similarity in the perceptions of the importance of competencies between 
employers and teachers is a key to success in closing the gap between the 
as they 
after particpating in the Co-op) 




 own learning.  In order to be a valuable employee, an 
individual must be willing to learn new skills to keep pace with a rapidly 
 
as 
employability of the graduates and the workplace demands.  Employers’ 
perceptions of the importance of workplace competencies are significant, 
are familiar with generic competencies required for most jobs in the labour 
market.  On the other hand, teachers’ views are important as they relate to the 
development of students’ work ability in educational institutions. 
Students (before and after particpating in the Co-op) versus teachers 
The results showed that students (before and 
among the ten most important competencies.  Similar results were found in the 
work of Rainsbury, Hodges, Burchell, and Lay (2002) when graduates from 
variety of business studies programmes at a New Zealand tertiary institution 
ranked ability and willingness to learn as a most important competency, while 
students ranked it fourth.  This is in agreement with Stephenson’s (199
assertion that staying capable in a world of change requires confidence in one’
ability to manage one’s
changing world.  This finding suggest that educational systems in Saudi Arabia
consider the need of ability and willingness to learn, as a competency which is 
required not only in the workplace, but in student’s academic progress.  
However, Co-op seems more effective in developing students’ awareness of the 
importance of this competency.    
Of particular note is that students (after particpating in the Co-op) joined 
employers and teachers in ranking English language (writing) among the ten 
most important competencies (See Figures 5, 7, 9 & 11).  This competency w
ranked 6
th in teachers’ perceptions, 5
th in the perceptions of employers and 8
th 
from students’ point of view (after Co-op).  This result might reflect the impact 
of Co-op in developing students’ awareness of the importance of this 
competency to be closer to employers’ perceptions as this competency was 
ranked 19
th by students (before Co-op).       223
Ranking of Least Important Competencies 
In terms of identifying the five least important competencies on the standard
employers and teachers were in agreement on four competencies.  These 
 list, 
competencies were: analytical thinking, developing others, directiveness, and 
re similar 
 competencies were directiveness, conceptual thinking, and 
nalytical thinking.  (See Figures 5, 9 & 11).  The results showed that this study 
 
s 
ncies came 4 , and 1 , in order of the 
n most important competencies in students’ perceptions (after Co-op). (See 
guage (speaking), and English language 
(overall) to become closer to employers’ point of view, seems as an impact of 
velopment of students’ awareness 
refers to the nature of this kind of learning which normally occurs as a function 
ning 
al 
rocess of "legitimate 
conceptual thinking.  Team leadership was the other least important competency 
as perceived by employers.  This competency was ranked 6
th among least 
important competencies in teachers’ perceptions.  The other competency that 
was seen as least important in teachers’ perceptions was technical expertise.  
This competency was ranked 10
th among least important competencies in 
employers’ perceptions. (See Figures 5 & 7). 
Employers and students (before and after particpating in the Co-op) we
in their perceptions of three of the five least important competencies on the 
standard list.  These
a
is in agreement with Hodges, Burchell & Lay (2002) who found that 
directiveness is one of the least important competencies in the perceptions of 
students and graduates. 
Students (before Co-op) ranked two of the additional five competencies added
for this study among the five least important competencies.  These competencie
were English language (speaking), and English language (overall).  The 
interesting result is that these two compete
th st
te
Figures 10 & 12).   This significant change in students’ perceptions after Co-op 
in the importance of English lan
the Co-op.  This impact of Co-op in the de
of the activity, context and culture.  This contrasts with most classroom lear
activities which involve knowledge which is abstract and out of context.  Soci
interaction is a critical component of “situated learning” (refered to earlier in 
this thesis) or what Lave & Wenger (1991) call the p    224
peripheral participation” when learners become involved in a "community of 
practice" which embodies certain beliefs and behaviours to be acquir
Situated learning is usually unintentional rather than deliberate, so it gives 
learners the opportunity to explore the reality by action and observation.  
 
The other interesting result is that students (after particpating in the Co-op
in agreement with employers in selecting four out of the five least impo
competencies.  These competencies were directiveness, developing others, 
conceptual thinking, and analytical thinking.  Organisational awareness was the 
other least important competency in students’ perceptions (after Co-op).  This 










th of the least important competencies in employ
perceptions.  The other least important competency in employers’ perceptions 
was team leadership.  This competency was ranked 9
th least important 
competency from students’ point of view (after particpating in the Co-op). (See 
Figures 5, 9 & 11). 
 
This strong agreement between employers and students (after Co-op) about 
least important competencies could be another evidence of the impact of the
operative programme.  In this study, students’ views (after Co-op) of the least 
important competencies were in agreement with Rainsbury, Hodges, Burchell & 
Lay (2002) who found that students and graduates were in agreement, rating 
directiveness, and developing others, as least important.  Likewise, Hodges 
Burchell (2003) found that developing others was considered least important for 
graduates early in their business careers.  
Objective Two: Analysis of Differences in Participants’ Perceptions of the 
Importance of Competencies 
This objective included four hypotheses: 
Hypothesis one: There is no significant difference in the perception of the 
importance of competencies for IPA’s Post-secondary graduates enterin
workplace in terms of employers’ demographic characteristics.  The results of 
this study show that hypothesis one can be rejected.     225
Statistical results showed that there were significant differences in employer
perceptions of the importance of competencies in relation to size of 
organisation, their participation in IPA’s Co-op, and other organisations’ Co-
In terms of size of organisation, participants from an organisation with 51-5
employees scored significantly higher than those from an organisation wi






ployees need more directiveness to do their tasks.  In the 






e objectives of the organization.  It 
means that they will share information only if they think that it will lead to 
ll, 
t 
tion that could negatively 
affect the organisation.  Therefore, confidentiality at work seems to be infuenced 
, employers from an organisation with 




500 employees scored significantly higher than those from an organisation with 
11-50 or more than 500 employees (See Table 36).  This result may tell us tha
employers do not give much attention to confidentiality at work when the 
number of employees in the organisation is small, while their attention star
increase with growth in number of employees.  Then the concern lessens
keeping control of information in very large organisation may become difficu
This is might because larger Arab organisations are viewed as a “family unit” 
employees are more inclined to strengthen their standing in their immed
work group rather than work towards th
increased status or power or their in-group (family, tribe, or workgroup) (Hi
Loch, Straub and El-Sheshai, 1998, as cited in Rice, 2004).  This is again migh
be related to the social structure of Saudi society, in which the loyalty to family 
and tribe influences keeping confidential informa
by the increasing of the number of employees in the organisation.   
In terms of participation in IPA’s Co-op
thinking more highly than those from an organisation with 11-15 years.  
Employers from an organisation with less than 5 years participation in IPA’
Co-op rated conceptual thinking higher than those from an organisation with 1
15 (See Table 37).   The results suggested that organisations with fewer years of 
participation in IPA’s Co-op gave greater importance to students’ team 
leadership, and conceptual thinking competencies than organisations which ha
participated in Co-op for a longer time.  This result might be a reflection of the     226
short period of time that employers had in participating in the IPA’s Co-op 
programmes.  This does not give the employers who participated a clear idea of 
the importance of competencies required and developed for IPA’s graduates 




awareness of students’ need for them. 
f this 
at hypothesis two can be rejected. 
 
f age, younger teachers placed greater importance on self-confidence 
than did older teachers (See Table 39).  This might refer to a change in the 
e of Business (TNS) (2008) has revealed that these societies are 
already in a transitory phase. Western values and ideas have swept across the 
region.  However, most young people are aware of them and they have the 
entering workplace.  Alternatively, particpating in the Co-op over a longer 
period of time changes employers perceptions of the importance of team 
leadership, and conceptual thinking competencies for students entering the 
workplace. 
in other institutes’ Co-op valued achievement orientation, concern for o
quality and accuracy, and initiative more highly than those with no previous 
experience did (See Table 38).  The results suggested that employers who 
participated in other institutes’ Co-op attached more importance to soft 
competencies, particularly, ethical and interactive competencies.  This result 
may suggest that employers who participated in other institutes’ Co-op h
wider prespective of the importance of this kinds of com
Hypothesis two: There is no significant difference in the perception of the 
importance of competencies for IPA’s Post-secondary graduates entering the 
workplace in terms of teachers’ demographic characteristics.  The results o
study show th
Statistical results showed that there were significant differences in teachers’ 
perceptions of importance of competencies in relation to their age, nationality,
qualification, and experience at (IPA).  
In terms o
characteristics of today’s young Arab citizens.  In a study involving in-depth 
ethnographic research amongst young people in Saudi Arabia, UAE and Kuwait, 
The 6th Sens    227
maturity and the self-confidence, to consciously strike a balance between what 
they want and what is expected of them (AME Info, 2008). 
In terms of nationality, Saudi teachers rated computer literacy and English 
language (speaking) significantly higher than did non-Saudis (See Table 40).  
The results reflected the importance of computer literacy and English language 
(speaking) in the local workplace, whose requirements should be clearer to 
Saudi teachers than to others.   
In terms of qualifications, teachers with Bachelors degree valued team 
leadership higher than those with PhD, Masters, and Diploma (See Table 41).  
s 
 of 
haps shows newer staff still 
needing to build relationships to sustain them at work and assist in career 
 the 
 in terms of students’ demographic characteristics (before particpating 
in the Co-op).  Again the results of this study show that hypothesis three can be 
Statistical results showed that there were significant differences in students’ 
ies in relation to their age, and work 
experience.  
As the teachers with a Bachelors degree have joined the IPA recently, the result
may reflect the eagerness of these young teachers to progress in their career; 
leadership is one of the most important competencies required for further post 
positions.  This was perhaps the reason behind their rating of leadership 
competency higher than teachers with higher degrees.  
In terms of experience at IPA, teachers with 1-5 and 6-10 years experience (at 
IPA) scored significantly higher than those with 11-15 in the importance
Relationship building (See Table 43).  This result per
progression. 
Hypothesis three: There is no significant difference in the perception of
importance of competencies for IPA’s Post-secondary graduates entering the 
workplace
rejected. 
perceptions of the importance of competenc    228
In terms of age, older students (25-29) placed significantly greater emphasis 
than the younger (20-24) on the importance of the following competencies
ability and willingness to learn, organisational awareness, teamwork and 
cooperation, analytical thinking, self-control, flexibility, and English lang
(overall) (See Table 45).  The results suggested that older students valued soft 
competencies more highly than younger students.  Furthermore, English 
language (overall) was given more attention by students in the older age group
This is perhaps justified as a matter of time, so older students have more 
experience in grading the demand of English language in the workplace than
what younger do. 
In terms of work experience, students who had work experience gave a higher 
score than those who never worked before studying at the IPA, to the following 





hip, English language (overall), English language 
(writing), and English language (speaking) (See Table 46).  This result supports 
ng students’ awareness of importance 
of competencies, in particular those most required in the workplace, such as 
entering the workplace.  The results show that hypothesis four can be 
ignificant differences 
between the four groups as following: 
Students (before Co-op) versus teachers 
the impact of work experience in developi
English language.  The result also was in agreement with Weisz (1999) as cited 
in Hodges & Burchell (2003) who found that employers expect generic 
competencies to be developed prior to employment. 
Hypothesis four: There is no significant difference between employers, 
teachers, and students (before and after particpating in the Co-op) in the 
perception of the importance of competencies for IPA’s Post-secondary 
graduates 
rejected. 
Statistical results (See Table 47) showed that there were s
The mean scores of the importance of competencies showed that students 
(before Co-op) rated most competencies higher than teachers.  Of particular     229
note, students (before Co-op) rated hard competencies, like analytical thinking, 
conceptual thinking, and computer literacy significantly higher.  Students 
(before Co-op) scored soft competencies, like initiative, ability and willingness
to learn, impact and influence on others, developing others, relationship 
building, directiveness, and English language (overall) significantly higher than
teachers.  It seems that students have not influenced by their tutors’ value
finding might lead us to say with  Zinser (2003) that career and employability 
skills should be taught in high schools, since many students leave education
without the vital skills to succeed in the adult work world.  This means that 
focusing on curriculum review will be an effective way of enhancing students’ 
competencies in areas required in the workplace.  Hershey et al. (1997) have
suggested that the most widely available aspect of School-to-Work System
school play at the early stage of education is by designing activities to improve 
students' career awareness.   
Students (after Co-op) versus teachers 
The mean scores of the importance of competencies showed that students (af
Co-op) rated most competencies higher than teachers.  Of partic
 
 






students (after Co-op) rated most hard competencies significantly higher than 
t competencies, like initiative, 
relationship building, directiveness, energy & passion, English language 
tion on a 
 
Students (before Co-op) versus employers 
igher 
teachers except written communication.  Sof
(overall), English language (writing), and English language (speaking) were 
rated significantly higher by students (after Co-op) in the comparison with 
teachers. 
These results showed that students (after Co-op) focused their atten
broad range of competencies which they ranked higher than did teachers, with
more concern for hard competencies than the soft ones.  
The mean scores of the importance of competencies showed that students 
(before Co-op) rated most competencies higher than employers.  Of particular 
note, students (before Co-op) rated most hard competencies significantly h    230
than employers with exception of written communication.  Similar differences
were seen in the range of soft competencies, like interpersonal understanding, 
customer service orientation, self-confidence, ability and willingness to learn, 
impact and influence on others, developing others, relationship building, 
directiveness, teamwork and cooperation, and English language (overall).  The 
results revealed mismatches in perceptions of competencies’ importance 
between students (before Co-op) and employers
 
.  This is problematic.  It seems 
to be a sign of adopting surface approaches to learning, and an absence of 
003).  In the absence 
of this understanding, students can only resort to learning surface routines in the 
ce, it is 
ustry 
he 
yer suggested, “It is not enough for students 
to participate in the Co-op training to be prepared for the workplace.  This 
oft 
competencies, like interpersonal understanding, customer service orientation, 
nfluence on others, developing others, and team 
leadership, and English language (overall).    
 
understanding of ‘threshold concepts’ (Meyer and Land, 2
hope that they can pass this off as real understanding (Davies, 2006).  This 
difficulty in understanding threshold concepts may leave the learner in a 
suspended state or ‘stuck place’.  In preparing students for the workpla
important that programmes’ curriculum plans provide key concepts that ind
demands, and teachers should use active ways of teaching to do so.  Employers 
who were interviewed asserted the role of school in preparing students for t
workplace.  For example, one emplo
mission should be taken by the school from the early stages”.  
Students (after Co-op) versus employers 
The mean scores of the importance of competencies showed that students (after 
Co-op) rated most competencies higher than employers.  Of particular note, 
students (after Co-op) rated most hard competencies except written 
communication significantly higher than employers as well as s
self-confidence, impact and i
The findings revealed a decrease in the mismatch in perceptions of importance
between employers and students (after Co-op), as students (before Co-op) rated 
significantly higher than employers in ten soft competencies, while they did so 
in only seven soft competencies after Co-op.  This slight improvement in     231
students’ perceptions (after Co-op) of the importance of competencies can be 
attributed to the Co-operative education programmes, which play an effective 
role in developing students’ understanding of industry concepts, which are in 
our case related to developing graduates’ awareness of the importance of generic 
competencies.  It is sensible to encourage a deep approach to learning in the co-
Students (before Co-op) versus students (after Co-op) 
st competencies than they did (before 
particpating in the Co-op), even though their rating of most competencies 
(be e
student mputer literacy significantly 
higher than they did before Co-op.  
Giving  
students (after Co-op) perhaps reflects the value of these competencies in the 
workplace.  For example, one employer said “… we always should give more 
tant competency”. Another employer added, 
“Computer literacy is important competency, so students in any institute have to 
prepare themselves well to be competent”. The result also revealed the impact of 
Co-op on students, in that their awareness of the importance of particular 
competencies has become similar to employers’ perceptions.   
Teachers versus employers 
The only significant difference found between employers and teachers was in 
team leadership.  Teachers rated this competency higher than employers who 
were ranked it at the bottom as a least important competency with (3.55) mean 
score, while it came 26
th in teachers’ perceptions with (4.58) mean score.  The 
finding revealed that teachers might be not satisfied with the relevance and 
operative education programmes as the workplace is a social environment, and 
the learning in this space is through real tasks.  
An interesting outcome from the data found in the mean differences in the 
competencies’ importance is that students (after particpating in the Co-op) 
scored a higher mean rate in mo
for  Co-op) was higher than both teachers and employers.  Of particular note, 
s (after Co-op) rated flexibility, and co
 more attention to competencies like flexibility, and computer literacy by
attention to this very impor    232
application of the leadership competency in the real workplace and, as a result, 
tended to place higher importance on it than employers.  Or perhaps employers 
thought that leadership is less important for post-secondary graduates in at the 








ting of importance of competencies based on the average 
of the mean score for the each competency category hard and soft (See 
ers and students (before and 
after particpating in the Co-op) were in agreement in perceiving soft 
Objective Three: Comparison of the Importance of Hard and Soft 
mpetencies:  Analysis of Differences in Perceptions between Employers,
achers and Students (Before and After Particpating in the Co-op) 
e objective in this part of the study was to compare the differences between
ployers, teachers, and students (before and after particpating in the Co-op) in
rceptions of the importance of the two competency categories; hard and soft.  
e results were obtained by:  
•  Analysing the data obtained from the direct question using th
distribution method (See Table 50).  
•  Participants’ ra
Tables 48 & 49). 
Direct question analysis 
-  Frequency distribution showed the differences between participants’ 
perceptions of the importance of hard and soft competencies amongst the 
direct question.  The results revealed that employ
competencies as more important than hard competencies.  The result shown 
that most of employer-participants from wholesale and retail trade, banks, 
finance institutions, business services, community services, hotels, 
newspapers, hospitals and medical services fields perceived soft 
competencies as more important than hard competencies.  It seems to be 
logical, as all these activities need soft competencies for success.  On the 
other hand, the result showed that most of employer-participants from     233
information technology, materials laboratories, electricity, and agriculture 
fields perceived hard competencies more important than the soft ones.  This 
is also an expected finding, as these activities may need more attention to t
technical aspects of the job rather th
he 
an the interpersonal skills. 
-  Despite that teachers perceived hard and soft competencies are equal of 
importance; however, the result showed that most teacher-participants who 
mostly teach Executive Secretary and Sales programmes viewed soft 
competencies as being more important than hard competencies.  On the other 
hand, most teachers who mostly teach Computers programmes perceived 
hard competencies as more important than the soft ones.  It is no surprise to 
teachers who mostly teach courses such as Executive Secretary and Sales to 
give more attention to soft competencies as these majors or professions 
required a set of people competencies (soft competencies), while those who 
mostly teach Computers programmes give more concern to hard 
competencies as this profession is based on the technical aspect. 
Mean score analysis 
The results showed that all groups perceived both hard and soft competencies as 
important, as the lowest mean score was (4.43). (See Mean Level Definition, 
Table 20).  This result was in agreement with many authors who argued that 
successful work performance requires a mix of both hard (cognitive, technical) 
competencies and soft (behavioural, people) competencies (Ashton, 1994; 
Birkett, 1993; Caudron, 1999; George, 1996; Mullen, 1997; Strebler, 1997; 
Hodges & Burchell, 2003; Zegwaard et al., 2003). 
 
The results were consistent between the four groups, in rating soft competencies 
as more important than hard competencies in their responses. This was true for 
all the methods of data analysis.  There was a minor difference when teachers 
viewed soft and hard competencies as being of equal importance in their 
answers to the direct question.  However, as the answer to the direct question 
was one of two choices, hard or soft, the relative degree of the importance of 
competencies as a set of hard and soft is hidden in such a question.  In this     234
study, the direct question was used to give the respondents the opportunity to 
add some ideas of their choice rather than determining the degree of importance 
of competency categories.  The latter can be more accurately assessed in the 
competencies’ mean score analysis.   
In addition, it seems important to report that Technical expertise, as it represents 
 the least important 
competencies by the four groups, as it came 5
th for teachers, 8
th for employers, 
10
th for students (before Co-op), and 11
th for students (after Co-op).  This 
finding was in agreement with previous studies of employer views on graduate 
competencies (Hodges & Burchell, 2003; Burchell, Hodges & Rainsbury, 2001; 




whereas sof s 
clear in the




1993; Garavan & McGuire, 2001).   
Barnett (19
indicative o ls 
must grapp on of 
a broader ra ied 
this reduced
and the foc oyer said, 
“Soft comp t 
about the sa ard competencies. The soft are different from person to 
person… organisations are looking for staff who have better soft competencies, 
and con c
interperson ity to 
the hard competencies in general, was perceived one of
e was the competency considered least important by employers.  H
 it is likely that the lack of emphasis placed on such hard skills 
at these are easily fixed through further training or education, 
t skill deficiencies may be seen as less easily overcome.  This seem
 ‘Iceberg model’, where motives and traits competencies and self-
which represent the soft type of competencies - are at the base of the
 iceberg and are more difficult to assess and develop.  On the other 
ce knowledge and skills competencies – which represent the hard 
es - are relatively easy to assess and develop (Spencer and Spencer, 
99) added that this lower emphasis on the technical skills is perhaps 
f the changing nature of the workplace, where today’s professiona
le with a myriad of supercomplexities that require the applicati
nge of skills and behaviours.  Participants in this study have justif
 attention toward technical competencies, as they are easily gained 
us now is on the soft competencies.  For example, one empl
etencies are the most important because most of the graduates are a
me level in h
du ting interviews and tests to select the person with sufficient 
al skills to complete the work and the person who has the capac    235
develop him  to hire 
a graduate 
focus on so
important, b d both competencies as 
important and essential.   
Significant





Tables 48 & 49).  That is because the five additional competencies 
, 
tion of the importance of hard 
competencies seems to be a reminder to never neglect the 
Kruskal-Wallis and post-hoc Mann-Whitney tests showed that 
self and his organisation”. Another employer said, “I prefer
with strong soft skills and a lack of technical skills”.  This continued 
ft competencies does not mean that hard competencies are not 
ecause the four participant-groups viewe
 differences in participants’ perceptions 
analyse the differences in perceptions of the importance of hard and 
encies between the four groups, statistical tests were carried out, 
led the following:   
Kruskal-Wallis and Mann-Whitney tests showed that students 
(before and after Co-op) scored significantly higher (p<0.05) than
employers in the importance of hard competencies.  This result was 
obtained in the analysis of the standard list as well as the list used 
for this study, which included the five additional competencies (See 
were classified as soft competencies.  This result perhaps gives more 
emphasis to the concern held by students for hard competencies, as 
the importance mean score was increased after Co-op from (5.04) to 
(5.12).   
The interesting results are that most of the employers and teachers
and all the students (before and after Co-op) who perceived hard 
competencies as more important than soft competencies have 
justified their favouring of hard competencies by saying they are 
‘essential’ to get the job.  This justifica
development of hard competencies. (See examples of expressions, 
page 170).  
•  In the importance of soft competencies in the standard list, the     236
students (before and after particpating in the Co-op) scored 
significantly higher (p<0.01) than employers and teachers by (5.21) 
for students (before and after Co-op) versus (4.62) for employers 
h 
scored significantly higher (p<0.01) than employers did, while 
nd teachers 
for students (after Co-op) and (5.19) for students (before Co-op) 
is 
 
lls.   
ts from 
all four groups who perceived soft competencies more important than the hard, 
esult 
these 




and (4.86) for teachers (See Table 48).   
•  In the analysis of the significant differences between the four groups 
of the importance of soft competencies by using the list whic
contained the standard competencies + the additional competencies 
added for this study, One-way ANOVA and post-hoc Scheffe tests 
showed that students (before and after particpating in the Co-op) 
students (after Co-op) were higher than both, employers a
(See Table 49).  The mean scores for the four groups were: (5.28) 
versus (4.91) and (4.75) for teachers and employers, in order.  Th
result supported Rainsbury, Hodges, Burchell and Lay (2002) who
reported that the students and graduates clearly favoured soft ski
After summarising and interpreting the reasons given by the participan
six main reasons were obtained (See Table 53).  However, the remarkable r
is that students (after Co-op) were closer to employers by reporting 
employers, 20 out of 24 (83.3%) and teachers, 12 out of 17 (70.6%), were in 
agreement that soft competencies are complementary to hard competencies.  
This recognition of the importance of soft competencies as a complementary to 
hard competencies was seen by students (before Co-op), 15 of 27 (55.6%), and 
became greater (after Co-op), 22 of 38 (57.9%).   
The results showed that participants valued soft competencies as more im
than the hard ones as they are important in improving an employee’s career.  
However, the interesting result is that this reason has been reported by a sm
number of students (before Co-op), 8 out of 27 (29.6%), while the num    237
increased to 25 out of 38 (57.9%) after participating in the Co-op and becam
closer to the number of employers 22 out of 24
e 
 (91%) who stated this reason.   
Soft competencies help an individual to differentiate his/her self in a 
competition with other candidates to win a job when his/her hard competencies 
are similar to others.  This reason is considered very important in favouring soft 
competencies as more important than hard competencies, especially by 
employers and students (after particpating in the Co-op).  That was mentioned 
by all the employers, and 29 students (after Co-op) out of 38 (76.3%), while this 
reason was only mentioned by 10 students (before Co-op) out of 27 (37%).    
One set of soft competencies are ethical; the development of ethical 
competencies assists in developing work and communicating well with others.   
 was reported by only 8 employers out of 24 
(33.3%), 3 teachers out of 17 (17.6%), and 9 students (after Co-op) out of 38 
ranking ethical competencies, such as attendance and timekeeping, and 
portant part of the success of an organisation, 
particularly one that frequently deals with customers face to face.   
dents 
r 




particularly one that frequently deals with customers face to face.  This can be 
Despite the fact that this reason
(23.7%), this result has asserted the agreement between the three groups in 
confidentiality at work, among the ten most important competencies.  
Soft competencies are an im
Half of the employers, 12 out of 24 (50%) and a similar proportion of stu
after Co-op - 21 out of 28 (55.3%) - attributed favouring soft competencies ove
hard competencies to this reason, while the number of students (before Co-op) 
who mentio
The results showed increased understanding among students (after particp
in the Co-op) of the role of soft competencies as complementary to hard 
competencies in improving an employee’s career, and as a means of winni
job when hard competencies are similar to those of others; as ethical 
competencies; and as important part of the success of an organisation,    238
attributed to the impact of IPA’s Co-operative education programmes. (See 
statements of the responses pages 173-178).   
The interesting result was that all the employers who were interviewed have 
asserted that students at the end of Co-op showed more concern for both 
and soft com
hard 
petencies.  For example, one employer said, “Yes, there is a change 





“I prefer to hire a graduate with strong soft skills and a lack of technical skills”.  
etencies required to be 
eveloped in IPA’s Post-secondary Graduates entering Workplace by 
of this competency in the 
in
after the Co-op were more aware of the value of soft competencies as well as
hard ones…students understood the combination of the two sorts
competencies”.  However, most of employers have stated that students sho
give more attention to soft competencies.  Following are some examples of t
comments:  
“Behavioural competencies are still considered very important to be developed 
by students during the work”.  
Objective Four: Identify Most Important Comp
d
Employers and Teachers 
It is clearly important that employers and teachers agree on the importance of 
competencies, so that programmes match the needs of employers.  This 
similarity between employers and teachers should be apparent as well in their 
perceptions of the most important competencies required to be developed for the 
graduates. 
The results showed that there was an agreement between employers and 
teachers to improve IPA’s Post-secondary graduates’ performance in the 
competency of English language (overall), as a priority (See Figure 13 & 
14).  Employers and teachers attributed this importance of English language 
(overall) to the demand for a high standard     239
workplace in Saudi Arabia.  However, most of the employers were satisfied 
with the performance of IPA's Post-secondary graduates in English language
 
Employers and teachers were also in agreement that English language is
of the most important competencies required by em
.   
 one 
ployers when hiring 
graduates.   
en employers and teachers on 
the need to develop the graduates’ performance in some ethical 
ed among 
the top three most important competencies in employers’ and teachers’ 
chool in preparing 




d into a number of 
ifferent courses rather than having it as a stand-alone course.  Sadri also has 
r 
 
The results also revealed an agreement betwe
competencies such as attendance and timekeeping, and confidentiality at 
work (See Figures 13 & 14).  These two competencies were rank
perceptions (See Figures 6 & 8).   
Most employers referred this deficiency in ethical concerns among students and 
graduates to the impractical ways used in schools to teach these values (See 
Table 56).   
Courtis and Zaid (2002) also noted that lack of practical training was an 
“important early employment problem” (p. 329). 
 
Sadri (2002) had remarkable results regarding the role of s
st
business school was considered to have taught ethics only moderately 
effectively.  However, he clarified that this lack of attention may be be
ethics is a difficult and sometimes, ambiguous topic to discuss in a classroom 
setting and, in today's politically correct environment, educators may find 
themselves shying away from such discussions.  Sadri discussed the issue o
how ethics should be included in the curriculum.  He revealed that Stewart et a
(1996) found that students preferred to have ethics integrate
d
quoted Brown’s suggestion (1994) that role-plays are an appropriate vehicle fo
integrating ethical concerns into courses.       240
More attention was placed from employers and teachers on develop graduates’ 
performance of the competency of computer literacy.  This 
teachers and employers to raise graduates’ performance in computer literac
may not indicate an existing deficiency, as IPA thoroughly prepares its 
graduates to gain this basic and very useful skill.   
Objective Five: Identifying most important sources in
awareness of importance of competencies 
Students after particpating in the Co-op identified the most important sourc
developing their awareness of the importance of competenc
concern held by 
y 
 developing students’ 
es in 







  (PSP) 
es 
 that has been adopted in these programmes, which includes 
non-traditional means of teaching and training such as visiting a variety of 
understanding, relationship building, teamwork and cooperation, self-
Post-secondary Programme (PSP) came first.  It scored the first place in 1
competencies.  These competencies were the following five hard comp
analytical thinking, conceptual thinking, technical expertise, computer literacy
written communication.  The other twelve were the following soft competencies
English language (overall), English language (writing), English language 
(speaking), information seeking, ability and willingness to learn, impact 
influence on others, organisational awareness, developing others, directiveness
team leadership, attendance and timekeeping, and confidentiality at work.
was second in the other 14 competencies (See Table 88). 
 
The results revealed the significant role for IPA's Post-secondary programm
(PSP) in developing students' awareness of the importance of generic 
competencies, both hard and soft competencies.  This might come as a result of 
the practical way
workplaces, inviting industrial professionals to classes, and asking students to 
do some practical researches regarding their majors.. etc.   
 
In the second rank of importance was home/family/community.  It scored the 
first place in 12 competencies.  These competencies were: achievement 
orientation, concern for order, quality and accuracy, initiative, interpersonal     241
confidence, flexibility, organisational commitment, problem solving, persona
planning and organisational skills,
l 
 and energy & passion.  
ome/family/community scored second place in 12 competencies.  These 
cy, 
nity has a higher impact in 
eveloping students' awareness of the importance of a broad range of 
g, 
ng which allows students to be 
ew 
 by 





competencies were: analytical thinking, conceptual thinking, computer litera
written communication, English language (writing), English language 
(speaking), information seeking, ability and willingness to learn, developing 
others, directiveness, team leadership, and self-control.  
Home/family/community came third in the following seven competencies: 
technical expertise, English language (overall), customer service orientation, 
impact and influence on others, organisational awareness, attendance and 
timekeeping, and confidentiality at work (See Table 88).   
 
The results showed that home/family/commu
d
competencies than other sources, with more emphasise on soft competencies, 
particularly interpersonal skills, such as initiative, interpersonal understandin
relationship building, teamwork and cooperation, self-confidence, and 
flexibility.  Students’ perceptions of the importance of a broad range of 
competencies were similar to those of employers who are the recruiters.  The 
advanced ranking of home/family/community amongst other sources has 
confirmed the significant role of open learni
aware of and maintain contact with life’s problems.  Dearnley & Matth
(2000) have stated that Coles (1998) draws an attention to the work of Carl 
Rogers, who believed that learning would automatically take place if the 
conditions were right.  These conditions require the student to be surrounded
life’s problems. 
Dearnley & Matthew (2000) suggested again that intrinsic motivators are very 
im
will create an appropriated climate to develop his/her awareness of the 
importance of competencies and activate the intrinsic motivators.  Dearn
Matthew found in their study (2004) which has discussed the pilot phase o
previous study that changing personal perceptions and epistemologies d    242
intrinsic motivation and thus impacted on social, professional and academ
aspects of the participants’ lives. 
  
Another evidence for this impact of home/family/community in developing 
students’ awareness of importance of competencies was by Smith (1999) who 
has stated in his introduction that social learning theory posits that people learn
from observing other people.  Smith added that such observations take place in 
social setting (Merriam and Caffarella 1991: 134).  Within psychology, initia
it was behaviourists who looked to how people learned through observation.  
Smith argued that later researchers like Bandura (1977) looked to inter
and cognitive processes.  One thing that observation does is to allow p
see the consequences of other’s behaviours.  They can gain some idea of what 
might flow from acting in this way or that.   
 
This value of home/family/community in developing students’ awareness of the 
importance of competencies supports the ideas of graduate employability as 
fuelled by a concept of selfhood which places increasing demands on graduates
to construct a narrative of employability before they have even got a proper jo













The results revealed some logical conclusions as students ranked Co-op 
 of 
cannot be taught nor can students become aware of their 
importance away from the workplace.  It is seems also to be expected that 
to live out a pedagogy so that one is able to “acquire the self-image of a lifelong 
learner” (Knapper & Cropley, 2000, p 49). 
The Co-op programme got the third rank of most important sources in 
developing students’ awareness of importance of competencies.  It came first in
three competencies.  These competencies were: customer service orientation, 
organisational awareness, and self-control, and second in the following fi
competencies: technical expertise, English language (overall), impact and 
influence on others, attendance and timekeeping, and confidentiality at work, 
and third in 21 competencies, and fourth in two competencies (See Table 88).  
 
programme first in developing their awareness of such competencies as 
customer service orientation and organisational awareness; these kinds
competencies     243
students gave Co-op an advanced value in developing their awareness of 
competencies such as technical expertise, as this competency represents a 
student’s major and future profession, and as a result should be developed in th
workplace.  This finding supports what several authors (Bowden et al., 2000,
Barrie & Jones, 1999) have claimed - that graduate attributes are best developed
in the context of discipline knowledge (Hager & Holland, 2006).  By ap
this knowledge in the workplace, graduates can have a dynamic understanding 
of discipline knowledge and an ability to practise effectively as employees.  
Likewise, the Co-op programme had a good impact on students’ awareness of 
the importance of competencies like attendance and timekeeping, and 
confidentiality at work.  The importance level of these moral/ethical 
competencies would be clearly apparent in the workplace as behavioural wor
ethics.  Co-op also had an impact on the development of students’ awareness of 
the English language (overall), even though Co-op came second after PSP,
probably because students in post-secondary programmes join an Eng
for a one-year period of study.  This study was in some measure in agreement 
with Raymond, McNabb and Matthaei (1993) who found that students rank









portant educational method to develop 
competencies for the workplace. 
etween school and the workplace in developing students’ awareness of 
importance of generic competencies required for the modern workplace.  This 
 
only sures to highlight the importance of 
programmes like Co-op.  The least important source for the development of 
ies 
School was ranked fourth by students.  It came third in two competencies, fourth 
in 25 competencies, and fifth in four (See Table 88).  This result might reveal 
the gap b
result might suggested that students are very dependant on outside influences for
developing skills and therefore 
students’ awareness of importance of competencies was self-taught.  It came 
fourth in five competencies and in the last rank for the other 26 competenc
(See Table 88).   
Employers in this study have emphasised the role school should play in 
enhancement students' awareness of soft skills and development their 
performance.     244
In terms of most important sources in developing students’ awareness of 
importance of the two categories hard and soft competencies, the rank order was 
similar for both categories.  Post-secondary programme (PSP) was in the first 
lace.  Second was home/family/community, third came Co-op programme, 
 
ng timescales of other sources.  The surprise 





fourth was school, and self-taught came in the last rank (See Tables 90 & 91).  
This result clearly reflected the effectiveness of IPA’s Post-secondary 
Programmes in developing students’ awareness of importance of the two types 
of competencies, and the impact of home/family/community in this objective. 
Co-operative education programmes were effective as well; as the short term has 
been applied in comparison to the lo
m
importance of competencies, which is the base of preparing students for the 
workplace.  Employer interviewees focused on the need for the involvement of 
schools at the early stage of education, by designing activities to improve 
students' awareness of the importance of generic competencies.  The 
interviewees also gave more attention to Co-operative education programmes, 
and the cooperation between employers and higher education institutions.  
Following are some suggestions: 
“It is not enough for students to participate in the Co-op training to be prepa
for the workplace.  This mission should be taken by the school from the early 
stages”. 
“As for the difficulty of teaching soft competencies in the workplace; graduates
should lean them in schools”.  
This result may lead us to repeat with Zinser (2003) the question of whether 
teachers are competent to provide instruction on employability skills, and 
whether teacher training programmes are preparing teachers to do so. 
 
Harrison (1986) requires school to hold the responsibility for developing 
students’ employability opportunities.  He asserted that general employability 
skills must be taught at school through words and actions.  Harrison placed 
much emphasis on the example provided in schools.  He says that a teacher who    245
is habitually late to class is teaching students that punctuality is not impo
He reported that home as well can play an integrated role with school t
students’ responsibility.  
 
In the same manner, Sadri (2002) suggests that more emphasis could be g
the curriculum to oral communication skills by moving away from the 
traditional classroom model in which the teacher speaks and the students listen
He added that school might benefit from activities such as discussions, group 





ents to develop 
 variety of communication skills.  
encies 
 or 




constructivist, is focused on cognitive, not behavioural processes, it seems that 
 the 
d 






This effectiveness of Co-operative education and home/family/community in 
developing students’ awareness of the importance of the generic compet
might refer to the deep approaches of learning students had through the Co-op
during their life at home and in the community.  This deep understanding of 
knowledge and situations results from the observation and interactio
learner the ability to construct her/his own learning.  Constructivists believe that 
learning is self–regulating and socially mediated as the student actively engages, 
interacts, and operates within the confines of his or her environment.   The 
strong impact of IPA’s Post-secondary graduate programmes in developing 
students’ awareness of the importance of generic competencies may also reflec
the practical approach that has been adopted in these programmes, which 
includes non-traditional means of teaching and training such as visiting vari
workplaces, inviting industrial professionals to classes, and asking students to 
do some practical research regarding their majors.. etc.  As learning, to
the low effectiveness of school as one of the sources in this study relates to
surface approach to learning that is still applied by students who are influence
by teachers’ poor teaching (Biggs, 1999).  The poor effectiveness of school and 
self-taught sources, which came in the last rank, might give more attention
role of missing ‘scaffolding’ which means according to Vygostky (1978) the 
assistance provided to the learner by a “more knowledgeable other” (MKO
This assistance is very important, as what a learner can learn in a partic
timeframe is limited, so he has what is called ‘Zone of Proximal Develop    246
(ZPD).  ZPD is the distance between the "actual developmental level as 
determined by independent problem solving and the level of potential 
development as determined through problem solving under adult guidance or in 
collaboration with more capable peers" (Vygostky, 1978, p. 86).  This assistance 
provided to students by teachers in schools and supervisors in the Co-op 
rogrammes represents the role of “more knowledgeable other” (MKO) in this 
study.   This role of MKO is essential as higher education institutes appear to 
ffer little in the way of scaffolding or support to help students transfer skills out 
f the university and into the workplace (Bennett et al., 2000).   
he role of MKO proved that lifelong learning is not just a form of self-
mpowerment and self-emancipation.  The case is not limited to what graduate 
ttributes are, the conceptions of how they might be developed are also 
ierarchical.  Lifelong learning requires an individual to benefit from “more 
nowledgeable other” (MKO) as a facilitator of learning providing her/him with 
e (scaffolding) she/he needs.  This assistance providing by ‘more 
nowledgeable other’ (MKO) (Vygostky, 1978), should be further improved by 
sing some tools such as the Johari Window model (Luft & Ingham, 1955).  
his model is useful for illustrating and improving self-awareness.  In applying 
e Johari Window concept the aim is to develop the 'open area' for a learner 
hat is known by the person about him/herself and is also known by others), 
ecause when he/she works in this area with others he/she is at our most 
ffective and productive and the team is at its most productive too.  This is 
ecause it is the space where good communications and cooperation occur, free 
om distractions, mistrust, confusion, conflict and misunderstanding. 
he open area is small for a new team member or member in a new team 
ecause others know little about the new person.  Similarly, the blind area is 
all because others know little about him/her.  The hidden or avoided area is a 
latively large one, while the unknown area is the largest.  As Emotional 
telligence provide a new way to understand and assess people's behaviours, 
anagement styles, attitudes, interpersonal skills, and potential, it has an 
ffective role in the operation of developing individuals' interpersonal 
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workplace would be stronge  who have a high range of 
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Chapter 6: Conclusion  
 
 findings on the perceptions of employers and students (before and after 
ticpating in the Co-op) indicate that the Co-op programme h
The
par as led to 
improvement in students’ awareness of the importance of generic competencies 








ese competencies were 
 
needed today in the workplace.  Several interesting results emerged from the 
ectives of the study, from which a series of conclus
Findings and implications of the impact of the Co-op in developing 
students’ awareness of the importance of competencies 
 
The high level of importance for all competencies perceived by employ
teachers and students (before and after Co-op), was an interesting result in this 
study as it shows an understanding of the requirements of the workplace by th
three stakeholders.  However, the most important finding is the in
students’ awareness of the importance of competencies after their part
in the Co-op to become closer to employers’ perceptions.  This was clear from 
the following results: 
 
1.  Students (after particpating in the Co-op) remained in agreement with
employers in ranking some ‘ethical’ competencies, such as: confidentiality 
at work, attendance and timekeeping, and concern for order, quality
accuracy among the ten most important competencies. 
2.  Students (after particpating in the Co-op) joined employers in ranking 
English language (writing) among the ten most important competencies, 
whereas this competency was ranked 19
th by students (before Co-op). 
3.  Students (after particpating in the Co-op) were in agreement with employers 
in four of five least important competencies.  Th
directiveness, developing others, conceptual thinking, and analytical 
thinking.  The agreement between the two groups was only found in two
competencies (before Co-op).     249
4.  Students (after particpating in the Co-op) remained in agreement with
employers in perceiving soft competencies as more important than hard 
competencies.  This result supported Rainsbury et al. (2002) who reported
that the students and graduates clearly favoured soft skills. 
5.  Students (after particpating in the Co-op) were more alert to the role of sof
competencies in improving an employee’s career. 
All these changes in students’ perceptions (after Co-op) can be attributed to the 
impact of the Co-operative education programmes as their perceptions of the






remarkable role of the Co-op in developing students’ awareness of the 
uch 
and 
.  The 
t 
ance of this competency.  
ft 
importance of competencies was shown also when students after participation 
ranked Co-op on the third place among five sources influencing perceptions 
about competencies, namely: Post-secondary Programme (PSP), 
home/family/community, school, and self-taught.  Despite the Co-op 
Programme coming in third rank,  however, the effectiveness of the Co-op was 
apparent when students ranked it first in developing students’ awareness of s
competencies as customer service orientation and organisational awareness, 
second in developing students’ awareness of the importance of technical 
expertise, as these competencies are best taught in the workplace, where some 
students first become aware of their importance.  Moreover, the Co-op 
programme had a positive impact on students’ awareness of the importance of 
competencies like attendance and timekeeping, and confidentiality at work
importance level of these moral/ethical competencies would be clearly apparen
in the workplace as behavioural work ethics.  Another effect of the Co-op in 
developing students’ awareness of the importance of competencies was on 
English language (overall), as the Co-op came second in developing students’ 
awareness of the import
The impact of the Co-op was also proved by the increase in the number of 
students (after Co-op) who justified their favouring of soft competencies as 
more important than hard competencies.  The role of the Co-op was clear here as 
students (after Co-op) showed more understanding of the importance of so    250
competencies as: complementary to hard competencies, in improving an 
employee’s career, as means of differentiating themselves in a competition with 
others to win a job when hard competencies are similar to those of others, as
ethical competencies, and as an important part of the success of an organisa
particularly one that frequently deals with customers face to face.  These 
for the importance of soft competencies were clear in students’ statements to 
justify their favouring of soft competencies as more important that than har
ones.   Another evidence of the impact of the Co-op was when employers w






sserted that students at the end of Co-op showed more 





able to see a wide range of different situations as offering opportunities for 
t 
al., 2000).  The study justified the significant impact of 
the Co-op, as real learning, in developing students’ awareness of the importance 
erstand the industry concepts, which 
are in our case related to developing graduates’ awareness of the importance of 
The s y nts’ 
awareness of the im
that take  of 
the comp
stated that students should give more attention to soft competencies. 
This study ascribes the impact of the Co-op to the nature of this kind of lea
as a social learning where much of the learning required to achieve professio
competence actually takes place after the completion of formal training.  T
study suggests that in the workplace, through co-operative education 
programmes, students are able to function as a 'learning acquisitor' and
learning.  In the workplace students work with ethical dilemmas in order to 
develop skill in ethical reasoning.   The development in students’ perceptions 
after Co-op indicated that the skills needed in the workplace are often not well 
recognised, understood or developed in conventional Higher Education courses.  
This study confirmed the common thought that HE appears to offer little suppor
to help students transfer skills out of the educational institute and into the 
workplace (Bennett et 
of competencies as it helps students to und
generic competencies.  
tud  also ascribes the impact of the Co-op in the improvement of stude
portance of competencies to the deep method of learning 
s place in Co-op, especially with the understanding of the importance




learning is construction of ideas by the active participation of students and 
through the experiences they gain during participation in activities.  The 
const t  
learning   
conclusio
learning 
In this stu o-operative education in developing 








the world of work and the world of education.  The study also was in agreement 





The general results of the study objectives have drawn the following conclusions 
1.  as 
hnology graduates and faculty members 
e as a real learning environment can provide a great deal of meaning, 
lps students particpating in the Co-op to be aware of the importance of 
ompetencies required by employers, and develop them.  In Co-op, 
ruc ivist teacher provides tools such as problem-solving and inquiry-based
activities so that students can formulate and test their ideas, draw
ns and inferences, and convey their knowledge in a collaborative 
environment.  
dy, the positive impact of C
ye s require,  supported what Rainsbury, Hodges, Burchell and Lay 
ggested - that co-operative education has an important function to 
n providing students with relevant work experience so that their 
ns of the importance of a variety of competencies, most particularly 
, more closely reflect the views of workplace professionals.  
tud  supported Hodges & Buchell (2003) who stated that co-operative 
 programmes can provide an ideal vehicle to bridge the gap between 
nts to understand the workplace requirements, and take responsibility for 
g their own learning needs and then pay more attention to achieve 
tinuously.    
results of the study objectives  
In this study, a high level of importance for all competencies w
perceived by teachers and students (before and after Co-op).  This 
gives more support to Zegwaard, Coll & Hodges (2003) who found 
that recent science and tec    252
considered all the competencies as important.  The results were also
agreement with Rainsbury, Hodges, Burchell & Lay (2002) who found 






3.  The high level of importance for the five additional competencies 
glish 
4.  ed the value of ‘ethical’ competencies among teachers 
and employers.  The study was in agreement with (Lin, 2005; Online 
5.   
6.  The study was in agreement with Rainsbury, Hodges, Burchell & Lay 
hell 
2.  This study was in agreement with other studies (Rainsbury, Hod
Burchell, and Lay, 2002; Stephenson, 1997; Coll, Zegwaard & 
Hodges, 2002a, 2002b; Burchell, Hodges & Rainsbury, 2001) with 
employers, teachers, and students (before and after particpating in the
Co-op) perceiving ability and willingness to learn from the ten most 
important competencies.   
(English language (speaking), English language (writing), and En
language (overall), confidentiality at work, and attendance and time 
keeping) perceived by employers, teachers and students (after Co-op) 
revealed the value of these competencies in the Saudi workplace. 
The study reveal
Recruitment, 2006; Sadri, 2002). 
While employers viewed all English language competencies as being
among the ten most important competencies, teachers perceived only 
English language (writing) as one of the ten most important 
competencies.  This study justified that as a reflection of the way 
English has been taught in Saudi Arabia, which focuses on English 
writing more than speaking. 
(2002) in rating directiveness, and developing others, as least 
important.  The study also was in agreement with Hodges & Burc
(2003) rating developing others as least important for graduates early 
in their business careers.      253





 Caudron, 1999; Georges, 1996; Mullen, 
1997; Strebler, 1997; Hodges & Burchell, 2003; Zegwaard et al., 




es + the additional competencies added for this 
study, the study showed that students (before and after particpating in 
 than 
 
11. This study explored employers’ and teachers’ perceptions of 
competencies required to be developed in IPA’s Post-secondary 
graduates, and the reasons behind the lack of these competencies in the 
graduates.  The study revealed that there was an agreement between 
The study was in agreement with the following studies (Hodge
Burchell, 2003; Burchell, Hodges & Rainsbury, 2001; Coll, Zegw
& Hodges, 2002a, 2002b; Barnett, 1999) in perceiving technical 
expertise as one of least important competencies.   
The results showed that all groups perceived both hard and soft 
competencies are important, as the lowest mean score was (4
Mean Level Definition, Table 20).  The study was in agreement
many studies on the importance of both hard and soft competencies 
(Ashton, 1994; Birkett, 1993;
2003). 
The study revealed that students (before and after Co-op) score
significantly higher (p<0.05) than employers in the importance o
competencies.  This result was shown within the standard list as well 
as the list that included the five additional competencies.  That is 
because the five additional competencies were classified as soft 
competencies.   
 When investigating the differences between the four groups of the 
importance of soft competencies by using the list which contained the
standard competenci
the Co-op) scored soft competencies significantly higher (p<0.01)
employers did, while students (after Co-op) were higher than both
employers and teachers.  The study supported Rainsbury et al. (2002) 
who reported that the students and graduates clearly favoured soft 
skills.       254
employers and e IPA’s Post-




nity, third came the Co-op Programme, fourth was 
school, and self-taught came in the last rank.  Despite the study’s 
e - 
rt-term impact in comparison to the long-term 
influence expected by other sources - the researcher was surprised by 
ess of the 
importance of competencies, which is the base of preparing students 
und 
 teachers about the need to improv
n
language (overall) and some ethical competencies such as attendance 
and timekeeping, and confidentiality at work.  More attention was 
placed by employers and teachers on the graduates’ performance of th
competency of computer literacy.  The researcher argued that this 
concern held by teachers and employers to raise graduates’ 
performance in computer literacy may not indicate an existing 
deficiency, as the IPA rigorously prepares its graduates to attain these 
core and very useful skills.   
12. In terms of most important sources that developed students’ awareness 
of importance of competencies, the rank order was similar wh
hard or soft competencies or all competencies together.  Post-
secondary Programme (PSP) was in the first place.  Second wa
home/family/commu
assertion that the Co-operative education programme was effectiv
based on its sho
the role and input of schools in developing students’ awaren
for the workplace.   
The matching of this study’s findings with what are found in the literature 
confirmed that the concern about developing generic competencies among 
stakeholders has become a worldwide phenomenon.  Moreover, this similarity 
between teachers’, employers’, and students’ perceptions of the importance of 
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Chapter 7:  Recommendations 
 
The results of this study indicated the significant role of Co-operative education 
in developing students’ awareness of the importance of competencies required 
for IPA's Post-secondary graduates entering the workplace today.  It was clea
that Co-op 
r 
can provide realistic opportunities to foster students (Lin, 2005).  
owever, preparing students for the workplace will need greater efforts from 
o 
rms 
nd policies for education and training throughout 
audi Arabia are based.  This new concept of learning will have to take account 
ty education and open 
education, and developing school-to-work systems.  The new learning 
n 
 and provided several suggestions for 
further work as follows: 
 on cognitive and technical knowledge 
with less attention to interpersonal skills.  Zinser, (2003) has stated that as a 
 and professionals from industry, there is 
an agreement that career and employability skills should be taught in high 
schools, since many students leave education without the vital skills to succeed 
in the adult work world.  Hershey et al. (1997) have suggested that school can 
play a good role to improve students' career awareness at the early stage of 
education.  They also added that few schools deliver a coherent career 
development sequence.  This study suggests that school should contribute more 
in developing students' awareness of the importance of generic competencies.  
Balance is recommended in the school role, to sustain the identity of the school 
as an open organistion of learning.  This study is in agreement with the 
H
educators, industrial professionals, family and community.  It is necessary t
find a way to broaden the traditional concept of learning upon which most fo
of education and training a
S
of the relationship between formal learning and communi
partnerships that involve enterprises and education and community educatio
will collaborate in new ways to support the development of graduates’ 
employability competencies. 
 
The study has discussed these issues
 
7.1 Education with an emphasis on employability skills at school 
Traditional education used to focus more
result of partnership between education    256
recommendation of Van Wieringen & Attwell (1999) who have stated that 
education must be opened to the world of work.  Without reducing the point of 
education solely to the purpose of employment, and understanding of the world 
of work, a knowledge of enterprises and an insight into the changes which mark 
production processes are some of the basics which schooling must take into 
account.   
 
This study also recommends that teachers should be competent to provide 
instruction on employability skills, and teacher training programmes should 
prepare teachers to do so. 
 
7.2 Deep and constructivist way of teaching at school 
ood on surface 





in developing their awareness of the 
importance of competencies.  This finding has supported the impact of the 
education and open education which are not just 
education, but action as well.  Zimmer (1998) has stated that the application of 
 
 
In a study, Geertshuis & Fazey (2006) found that learners g
hand, learners good on deep and strategic approaches have more extensive 
training and formal educational experience, identify more training needs and are
likely to be intrinsically motivated. 
This result should encourage teachers in schools to invite students to con
their own knowledge by helping students to determine previous knowledge a
building on it.  This can come through experiencing things and reflecting on 
those experiences within the classroom. 
7.3 Training with real life situations 
Home/family/community was considered by student participants in this study to
be one of the most important sources 
concepts of community 
knowledge and abilities in complex real-life situations becomes an integral part
of the learning process.  He added that the subject is not only the point of 
concentration, but also the situation that should be dealt with and improved.  He    257
concluded that community education never just aims at the qualification of 
people, but also at a constructive dealing with the reality in which these people 
are living.  Dearnley & Matthew (2000) suggested that intrinsic motivators are 
very important to assist adult learners, and an individual’s interaction with the
society will create an appropriate climate to develop his/her awareness of the 
importance of competencies and activate the intrinsic motivators.  Dearnley &
Matthew found in their study (2004), which has
 
 
 discussed the pilot phase of the 
previous study, that changing personal perceptions and epistemologies drove 
 
aspects of the participants’ lives.  These findings encourage paying more 
e 
pplying them in real situations.  This study strongly recommends that schools 
 switching to practical ways of preparing students 
with ethical skills.  This can be – as students’ suggest - by having ethics 
-
 
glish language provided by the IPA 
for the Post-secondary programmes included in this study, the priority demand 
for this competency was clearly apparent in the agreement between employers 
intrinsic motivation and thus impacted on social, professional and academic
attention to this kind of education projects to enhance students' awareness and 
performance of employability skills. 
 
7.4 Practical methods to enhance ethical competencies 
This study and others (e.g. Lin, 2005; Online Recruitment, 2006) suggest that 
employers are placing much more emphasis on work ethics.  Ethical values ar
taught in Saudi Arabia in the three stages of education starting with elementary 
education which lasts for six years and is followed by three years of 
intermediate education and three years of secondary school education.  
However, there seems to be a gap between learning these ethical values and 
a
should give more attention to
integrated into a number of different courses rather than having it as a stand
alone course (Stewart et al., 1996, as cited in Sadri, 2002).  Role–plays can be a 
sufficient/suitable vehicle for integrating ethical concerns into courses (Brown,
1994, as cited in Sadri, 2002). 
7.5 English Language 
In spite of the comprehensive course of En    258
and teachers on the need to improve its performance for IPA’s Post-secondary 






significantly related to the presence of generic and reflective competencies. 




institutes for this outcome required by employers (e.g. The Saudi British B
SABB, Report of May 5, 2001).  However, IPA should give more concern to 
developing students in English language as a very important second language 
needed for the modern workplace.  Oral communication in English language 
should be emphasised at the high school level. 
7.6 Private Sector Role in Programmes and Curriculum Development 
As cooperation with the private sector aims to deliver the competencies neede
by the labour market, this party should be involved in the decision making 
process concerning educational and training programmes.  This step will be
accomplished in the IPA’s experience through the participation of the private 
sector in programmes and curriculum development.  Educators’ concern in 
designing their courses to meet the needs of employers will result in students 
developing a better understanding of the requirements of the workplace with 
respect to the development of skills. Vaatstra & De Vries (2007) gave approv
to this concern.  They found that graduates from active learning environments 
perceived that the quality of the content of majors and of curriculum des
 
This study suggested that the effectiveness of Co-operative education and 
home/family/community in developing students’ awareness of the importance o
the generic competencies might refer to the assistance provided to students
teachers in the IPA and employers in the workplace during the Co-op.  This 
assistance providing by ‘more knowledgeable other’ (MKO) (Vygostky, 1978),
should be further enhanced by using some tools such as the Johari Window 
model (Luft & Ingham, 1955).  This model is useful for illustrating and 
improving self-awareness (See page 43).      259
7.1 Threshold concepts 
This study found mismatches in perceptions of competencies’ importa
between students (before Co-op) and employers.  The study suggested that this 




tanding of ‘threshold concepts’ (Meyer and Land, 2003).  This 








7.2 Suggestions for Further Studies 
f 
mall 
ore, this study is restricted 
y the collection of data from only these groups.  This limitation makes it 
ifficult to generalise the data to students in other programmes, employers who 
ever participated in the Co-op, and teachers in other educational institutions.  
hus, it is a very wide area for further researches with consideration of the rapid 
hange in the workplace requirements.  Had a greater number of participants 
een involved in the study the more the power of the study would have been 
creased and more wide-ranging information and understanding would have 
sulted.  In addition, the study has focused specifically on Post-secondary 
understand industry concepts, which can help them to develop their awareness 
of the importance of generic competencies.  Threshold concepts are of inter
lecturers and learners in Higher Education because they have the potential to
enhance learners’ capability to grasp the theoretical foundations of a subject 
instead of learning by rote, and enable learners not only to acquire formal 
knowledge of a discipline, but also to use this knowledge in everyday life 
experiences.  In the light of the potential benefits of the threshold concepts to the
teaching and learning environment, it is important to focus on the schools’ ro
in teaching these concepts.  This was suggested by (Zinser, 2003) who repor
that career and employability skills should be taught in high schools, since
students leave education without the vital skills to succeed in the adult work 
world.  This could be more effective at the early stage of education by designin
activities to improve students' career awareness (Hershey et al., 1997).  
This has been a small study conducted at a particular time and in the culture o
particular institute.  The numbers of participants in this study are relatively s








re    260
graduates and for specific program comes of this study may have 
een different if it had been conducted in different programmes or sociocultural 
.  
the starting point for 
further research. 
-
es in developing students’ awareness of the 
importance of competencies.  However, what is more important is how this 
ployers.  On the other hand, 
educators should utilise the change of the importance of competencies in the 
ills.  This study 
more in developing students' awareness 







context, or included or approached through a different methodology.  
Limitations occur in any data collection and constraints must be accommodated
However, these limitations have the potential to provide 
The most important contribution for this study was ensuring the impact of Co
operative education programm
interaction changes the behaviours and capabilities of the students to pay more 
attention to developing competencies needed by em
workplace to develop their programmes’ curriculum.  The findings of this study 
also lay the groundwork for future research to investigate the role of teacher 
training colleges in preparing teachers to be alert to the requirements of the 
workplace and able to enhance students’ employability sk
suggests that school should contribute 
of the importance of generic competencies.  Teachers should be competent to 
provide instruction on employability skills, and teacher training programmes 
should prepare teachers to do so. 
The present study is just the beginning as mentioned before and should be 
considered as an invitation to other researchers for more investigations. The 
scope and potential for future research 
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that account for 80-95% of the dis
ry, Hodg
Competency Description 
Generic competencies  e study of Spencer and Spencer, 1993 who claim 
tinguishing features of superior performers 
(Rainsbu es, Burchell, & Lay, 2002)  
 
Achievement orientation  Task a
compe    
ccomplishment, seeks results, innovation, 
titiveness, impact, standards, efficiency
Soft 
Concern for order, qual
and accuracy 
ity  Monito k  ring, concern for clarity, reduce uncertainty, keeping trac
Soft 
Initiative   Bias fo tive, 
seizes  nce 
r action, decisiveness, strategic orientation, proac
opportunities, self motivation, persiste Soft 
Information seeking   Proble
contex
m definition, diagnostic focus, looking deeper, 
tual sensitivity  Soft 
Interpersonal understanding  Empat
underst
hy, listening, sensitivity to others, diagnostic 
anding, awareness of others feelings  Soft 
Customer service 
orientation 
Helpin eds, actively 
solves 
g and service orientation, focus on client ne
client problems  Soft 
Impact and Influence on  Strateg , showmanship, 
persua others 
ic influence, impression management
sion, collaborative influence 
Soft 
 




tands organisation, knows constraints, power and po
ess, cultural knowledge  Soft 
Relationship building  Networ
clients
king, establish rapport, concern for stakeholders e.g. 
, use of resources, contacts use  Soft 
Developing others   Training, developing others, coaching
support, positive regard 
, mentoring, providing  Soft 
 
Directiveness  Assertiveness, decisiveness, use of power, taking charge, 
firmness of standards, group control and discipline 
Soft 
 
Teamwork and cooperation  Fosters group facilitation and management, conflict 
resolution, motivating others, good climate  Soft 
Team leadership   Being in charge, vision, concern for subordinates, build sense of 
group purpose, group motivation  Soft 
Analytical thinking   Thinking for yourself, reasoning, practical intelligence, planning 
skills, problem analysing, systematic 
Hard 
 
Conceptual thinking  Pattern recognition, insight, critical thinking, problem 
definition, can generate hypotheses, linking  Hard 
Technical expertise  Job related technical knowledge and skills, depth and 
breadth, acquires expertise, donates expertise  Hard 
Self-control  Stamina, resistance to stress, staying calm, high EQ, resists 
temptation, not impulsive, can calm others  Soft 
Self-confidence  Strong self concept, internal locus of control, independence, ego 
strength, decisive, accepts responsibility  Soft 
Flexibility  Adaptability, ability to change, perceptual objectivity, staying 
objective, resilience, behaviour is contingent  Soft 
Organisational commitment  Align self and others to organisational needs, business 
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APPENDIX 3* 
 
Generic Competencies Used in this Study Based on the model of Spencer & Spencer 
features of superior performers 1993 and other literature, (Lin, 2005; Hodges & Burchell, 
2003; Coll, Zegwaard & Hodges, 2002a, 2002b; Burchell, Hodges & Rainsbury, 2001) 
Competency Description   
Achievement orientation  Task accomplishment, seeks results, innovation, 
competitiveness, impact, standards, efficiency 
Soft 
 
Concern for order, quality and 
accuracy 
Monitoring, concern for clarity, reduce uncertainty, 
keepin  track  Soft  g
Initiative   Bias fo ion, decisiveness, strategic orientation, 
proactive, seizes opportunities, self motivation, persistence Soft  r act
Information seeking   Prob em definition, diagnostic focus, looking deeper, 
nsitivity  Soft  l
contextual se
Interpersonal understanding  ning, sensitivity to others, diagnostic  Soft  Emp thy, liste a
understanding, awareness of others feelings 
Ability and willingness to learn  Desire and aptitude for learning, learning as a basis fo
action. 
r  Soft 
Customer service orientation  ds,  Soft  Helping and service orientation, focus on client nee
actively solves client problems 




Strategic influence, impression man
show
persuasion, collaborative influence 
Organisat traints, power and 
political e  So ional awareness  Understands organisation, knows cons
 astuteness, cultural knowledg ft 
Relationship bui
use 
lding  Networking, establish rapport, concern for stakeholders  Soft  e.g. clients, use of resources, contacts 
Developing others    mentori Training, developing others, coaching, ng, 




iveness  Assertiveness, decisiveness, use of powe





Teamwork and cooperation  Fosters group facilitation and managem
m
ent, conflict 
ate  Soft  resolution, motivating others, good cli
Team leadership   bord ft  Being in charge, vision, concern for su inates, build  So sense of group purpose, group motivation 
Analytical thinking  Thinking for yourself, reasoning, practi






ptual thinking  Pattern recognition, insight, critical thin
definition, can generate hypotheses, linki
king, problem 
  Hard 
Techni il
pert
cal expertise  Job related technical knowledge and sk
breadth, acquires expertise, donates ex
ls, depth and 
ise  Hard 
Self-control  alm, hi
alm ot
Stamina, resistance to stress, staying c
resists temptation, not impulsive, can c
gh EQ, 
hers  Soft 
Self-co o
independence, ego st p
nfidence  Strong self concept, internal locus of c
rength, decisive, acce
ntrol, 
ts  Soft 
responsibility 
Flexibility  tual 
r is continge   Adaptability, ability to change, percep objectivity, 
staying objective, resilience, behaviou nt  Soft
Organisational commitment   needs, business  Soft  Align self and others to organisational
mindedness, self sacrifice 
Problem solving   rries (actively solves identified problems, ca  through to 
completion)  Soft 
Personal planning and 
organisation
ective time 
asks effective al skills   management, organizes and completes t
and efficiently) 
(ability to organize self and others, eff
ly  Hard 
Energy & passion   gy levels,  Soft  (a positive ‘can-do’ attitude, high ener
enthusiasm, pro-active, strong drive)     289
Compu  has informat
management awareness) 
ter literacy   (able to operate a number of packages; ion  Hard 
Written ls, internal memo
ts) 
 communication   (relevant skills/appropriate use of: emai
internal and external reports, letters to clien
s,  Hard 
English l lish  Soft  anguage (overall)   proficiency in spoken and written Eng
English language (writing)  Writing messages/files notes le sing correct  Soft  gibly u
grammar, punctuation and spelling 
English language (speaking)  nd appropriate  Speaking clear English, using tactful a
language in the workplace  Soft 
Attendan punctua
on 




information could negatively affect the
Using orgnaisation information approp ately; (keeping 
rganisation)  Soft 
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APPENI  4* 
 
Generic Competencies Used in this Study Based on the model of Spencer & Spencer 
features of superior performers 1993 and other literature, (Lin, 2005; Hodges & Burchell, 
2003; Coll, Zegwaard & Hodges, 2002a, 2002  Burchell, Hodges & Rainsbury, 2001) 
(Arabic Version) 
 ﻰﻟإ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻒﻴﻨﺼﺗ ﺔﻤﺋﺎﻗ  ) Hard  (  و  ) Soft (   
B عﻮﻨﻟا B B ﻒﺻﻮﻟا B B ﺔﻳﺎﻔﻜﻟا B
X
b;
Soft   مﺎﻴﻘﻟا   ،مﺎﻬﻤﻟﺎﺑ    ﻲﻌﺴﻟاو   ﻮﺤﻧ   لﻮﺻﻮﻟا     ،ﺞﺋﺎﺘﻨﻟا   ،رﺎﻜﺘﺑﻻا   ةرﺪﻘﻟا   ﻰﻠﻋ   ،ﺔﺴﻓﺎﻨﻤﻟا   ا ﺮﻴﺛﺄﺘﻟ   ﻲﻓ  
،ﻦﻳﺮﺧﻵا   ماﺰﺘﻟﻻا   ،ﺮﻴﻳﺎﻌﻤﻟﺎﺑ   ةءﺎﻔﻜﻟا .  
1.   زﺎﺠﻧﻹا ﻰﻟإ ﺔﻋﺰﻨﻟا  
 
ﻰﻟإ
Soft   ﺔﺒﻗاﺮﻣ   ،ءادﻷا   مﺎﻤﺘهﻻا   ،حﻮﺿﻮﻟﺎﺑ   ﻦﻋ   مﺎﻬﺑﻹا   ضﻮﻤﻐﻟاو  . ﺔﻌﺑﺎﺘﻣ   رﻮﻣﻷا  .   2.   ماﺰﺘﻟﻻا   مﺎﻈﻨﻟﺎﺑ   ةدﻮﺠﻟاو   ﺔﻗﺪﻟاو  
ﻲﻓ   ﻞﻤﻌﻟا   ﺪﻌﺒﻟا  
Soft     ،ةﺮﺑﺎﺜﻤﻟا   مﺪﻋ   مﻼﺴﺘﺳﻻا   ،ﺔﻟﻮﻬﺴﺑ   رﺎﻤﺜﺘﺳا   صﺮﻔﻟا   ﺔﺣﺎﺘﻤﻟا .   3.   حور   ةردﺎﺒﻤﻟا  
Soft   ةرﺪﻘﻟا   ﻰﻠﻋ   لﻮﺼﺤﻟا   ﻰﻠﻋ   تﺎﻣﻮﻠﻌﻤﻟا   ﻣ ردﺎﺼﻣ   ةدﺪﻌﺘﻣ .   4.   ةرﺪﻘﻟا   ﻰﻠﻋ   ﺚﺤﺒﻟا   ﻦﻋ  
تﺎﻣﻮﻠﻌﻤﻟا   ﻦ  
Soft   ﻒﻃﺎﻌﺘﻟا   ﻊﻣ   ﻦﻳﺮﺧﻵا   عﺎﻤﺘﺳﻻاو   ﺪﻴﺠﻟا   ،ﻢﻬﻟ   سﺎﺴﺣﻹا   ،ﻢﻬﺑ   كاردإ    ﻰﻠﻋ ةرﺪﻘﻟاو ﻦﻳﺮﺧﻵا تﺎﺟﺎﺣ
ﻦﻳﺮﺧﻵا ﺮﻋﺎﺸﻣ ﻢﻬﻔﺗ ،ﺎﻬﺼﻴﺨﺸﺗ .  
5.   ﻦﻳﺮﺧﻵا ﻊﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ  
Soft   ﻟاو ﺔﺒﻏﺮﻟا ﻪﻤﻠﻌﺗ ﻢﺗ ﺎﻤﻣ ﺔﻴﻠﻤﻌﻟا ةدﺎﻔﺘﺳﻻا ،ﻢﻠﻌﺘﻠﻟ ﺔﻴﻠﺑﺎﻘ .   6.   ﻢﻠﻌﺘﻟا ﻲﻓ ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا    
Soft    تارﺎﺴﻔﺘﺳا ﺔﺑﺎﺟﺈﺑ مﺎﻤﺘهﻻا ،ءﻼﻤﻌﻟا تﺎﺟﺎﻴﺘﺣا ﺲﻤﻠﺗو ﺔﻠﺑﺎﻘﻤﻟ ﻲﻓﺎﺿإ ﺪﻬﺟ لﺬﺑ ﻰﻠﻋ ةرﺪﻘﻟا
ﻢﻬﻠآﺎﺸﻣ ﻞﺣو ﻢهاﻮﻜﺷ لﺎﺼﻳإو ﻢﻬﺗﺎﺒﻠﻃ ﺔﻴﺒﻠﺗو ءﻼﻤﻌﻟا  .  
7.    تﺎﻣﺪﺨﻟا ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا
ءﻼﻤﻌﻠﻟ  
Soft   ا ﻞﻤﻌﻟا فاﺪهأ مﺪﺨﻳ ﺎﻤﺑ ﻦﻳﺮﺧﻵا عﺎﻨﻗإ ﻲﻓ ﺔﺒﻏﺮﻟاو ةرﺪﻘﻟ   .   8.   ﻦﻳﺮﺧﻵا ﻲﻓ ﺮﻴﺛﺄﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا  
Soft    تاذ ىﺮﺧﻷا تﺎﻤﻈﻨﻤﻟا ﻲﻓ وأ ﺔﻤﻈﻨﻤﻟا ﻲﻓ تﺎﻴﺣﻼﺼﻟا دوﺪﺣ ﺔﻓﺮﻌﻣو ﻢﻴﻈﻨﺘﻟا ﺔﻟﺄﺴﻣ ﻢﻬﻔﺗ
ﺔﻗﻼﻌﻟا  .  
9.    ﻲﻓ ﺔﻴﻤﻴﻈﻨﺘﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
ﻞﻤﻌﻟا  
Soft   ﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا ﺒﻴﻃ تﻼﺻو ﺔﻗاﺪﺻ تﺎﻗ ﻊﻣ ﺔ  ﻚﻟﺬآو ،ﺔﻤﻈﻨﻤﻟا ﻊﻣ ًﺎﻴ ﻟ ﺎﺣ  نﻮﻠﻣﺎﻌﺘﻳ ﻦﻳﺬﻟا ﺔﻓﺎآ 
ﻢﻬﻌﻣ ﻞﻣﺎﻌﺘﻟا ﻊﻗﻮﺘﻤﻟا .  
10.   ةﺪﻴﺟ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا  
 
Soft    ﺎﻤﺑ ﻢﻬﺗارﺪﻘﻟ ﺐﺳﺎﻨﻤﻟا ﻲﺒﻳرﺪﺘﻟا ىﻮﺘﺴﻤﻟا رﺎﻴﺘﺧاو ،ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ و ﻢﻴﻠﻌﺗ ﻢﻋﺪﻟ ﺔﻴﻘﻴﻘﺤﻟا ﺔﺒﻏﺮﻟا
ﻞﻤﻌﻟا ﺔﺟﺎﺣ مﺪﺨﻳ .  
11.   ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا    
Soft   ﺤﻟا ،مﺰﺤﻟا  داﺮﻓأ ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺮﻴﻳﺎﻌﻤﻟا ماﺰﺘﻟإ ،ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺤﺗ ،ﺔﻄﻠﺴﻟا ماﺪﺨﺘﺳا ،ﻢﺴ
ﻢﻬآﻮﻠﺳ ﻂﺒﺿو ﺔﻋﻮﻤﺠﻤﻟا .  
12.   ﻲﻬﻴﺟﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا  
Soft    دﺎﺠﻳإ ،ﻦﻳﺮﺧﻵا ﺰﻴﻔﺤﺗ ،تﺎﻋزﺎﻨﻟا ﺾﻓ ﻰﻠﻋ ةرﺪﻘﻟا ،ﺎﻬﺗرادإو ﺔﻋﻮﻤﺠﻤﻟا ﻞﻤﻋ ﻞﻴﻬﺴﺗ ﻲﻓ مﺎﻬﺳﻹا
ﻞﻤﻌﻠﻟ ﺢﻟﺎﺻ خﺎﻨﻣ  .  
13.    ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰﻠﻋ ةرﺪﻘﻟا
ﻞﻤﻋ ﻢﻬﻌﻣ نوﺎﻌﺘﻟا ﻰﻠﻋو   
Soft   ﺔﻋﻮﻤﺠﻣ وأ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻲﻓ ﺔﻋﺰﻨﻟا   .  مﺎﻤﺘهﻹا ،ﺮﻴﺼﺒﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺤﺗ
ﻲﻋﺎﻤﺠﻟا ﻞﻤﻌﻠﻟ ﺰﻴﻔﺤﺘﻟا ،ﺢﺿاو ﻞﻜﺸﺑ ﺔﻋﻮﻤﺠﻤﻟا فﺪه ﻢﻬﻓ ،ﻦﻴﺳوؤﺮﻤﻟﺎﺑ .  
14.   ﻞﻤﻋ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا    
Hard   ﻴﻜﻔﺘﻟا ﻲﻓ ﺔﻴﻘﻄﻨﻤﻟا ،ﻪﻟ ﺔﻧﻮﻜﻤﻟا ﻞﻴﺻﺎﻔﺘﻟا ﺪﻳﺪﺤﺘﺑ ﻒﻗﻮﻤﻟا ﻢﻬﻓ  ،ﻲﻠﻤﻌﻟا وأ ﻲﻘﻴﺒﻄﺘﻟا ءﺎآﺬﻟا ،ﺮ
ﻞﻤﻌﻟا ﻲﻓ ﺔﻴﺠﻬﻨﻤﻟا ،تﻼﻜﺸﻤﻟا ﻞﻴﻠﺤﺗ ،ﻂﻴﻄﺨﺘﻟا تارﺎﻬﻣ  .  
15.   ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘﻟا  
Hard    ثاﺪﺤﺘﺳا ﻰﻠﻋ ةرﺪﻘﻟا ،ﻞآﺎﺸﻤﻟا ﺪﻳﺪﺤﺗ ،يﺪﻘﻨﻟا ﺮﻴﻜﻔﺘﻟا  ،ﺔﻨﻄﻔﻟا ،رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا
رﻮﻣﻷا ﻦﻴﺑ ﻂﺑﺮﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تﺎﻴﺿﺮﻔﻟا .  
16.    رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا  
Hard    ﺺﺼﺨﺘﻟﺎﺑ ﺔﻠﺼﻟا تاذ ةرﺎﻬﻤﻟاو ﺔﻓﺮﻌﻤﻟا  )  ﻞﻤﻌﻟا لﺎﺠﻣ (  ةﺮﺒﺨﻟا ﺢﻨﻣ ،ةﺮﺒﺨﻟا بﺎﺴﺘآﻻ ﻲﻌﺴﻟا ،
ﻦﻳﺮﺧﻶﻟ .  
17.   ﺔﻴﻠﻤﻌﻟا ةﺮﺒﺨﻟا  
Soft  
 ﻞﻤﺤﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ) ﺪﻠﺠﻟا (  ءﺎآﺬﻟا ﻦﻣ ﺔﻴﻟﺎﻋ ﺔﺟرد ،ءوﺪﻬﻟاو يوﺮﺘﻟا ،طﻮﻐﻀﻟا ﺔﻣوﺎﻘﻣ ،
ﻲﻔﻃﺎﻌﻟا ) ًﺎ ﻘ ﻓ و  فﺮﺼﺘﻟاو ﻦﻳﺮﺧﻵا ﻒﻃاﻮﻋ ﻪﻔﻃاﻮﻋ ﻢﻬﻓ ﻰﻠﻋ ﺺﺨﺸﻟا ةرﺪﻗ ﻢﻬﻔﻟا اﺬﻬﻟ  (   ،
ﻦﻳﺮﺧﻵا ﺔﺋﺪﻬﺗ ﻰﻠﻋ ةرﺪﻘﻟا ﻪﻟ ،ﻞﻴﻠﻀﺘﻟاو تاءاﺮﻏﻻا ﺔﻣوﺎﻘﻣ .  
18.   ﺲﻔﻨﻟا ﻂﺒﺿ  
و 
Soft    ،تﻻﺎﻌﻔﻧﻻا ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺔﻴﺗاﺬﻟا تارﺪﻘﻠﻟ يﻮﻘﻟا ﻢﻬﻔﻟا دﺎﻤﺘﻋﻻا  ﻞﻤﺣ ﻞﺒﻘﺗ ،ﻢﺴﺤﻟا ،تاﺬﻟا ﻰﻠﻋ 
ﺔﻴﻟوﺆﺴﻤﻟا .  
19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا  
Soft   ﻴﻐﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تاﺪﺠﺘﺴﻤﻟا ﻊﻣ ﻒﻴﻜﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا  ﺔﻈﻓﺎﺤﻤﻟا ،رﻮﻣﻸﻟ ﺔﻴﻋﻮﺿﻮﻤﻟا ةﺮﻈﻨﻟا ،ﺮﻴ
ﻒﻗﻮﻤﻟا ﻪﻴﻠﻤﻳ ﺎﻤﺑ فﺮﺼﺘﻟا ،ﺔﻔﻠﺘﺨﻤﻟا ﻒﻗاﻮﻤﻟا ءازإ ﺔﻧوﺮﻤﻟا ،ﺔﻴﻋﻮﺿﻮﻤﻟا ﻰﻠﻋ  .  
20.   ﺔﻧوﺮﻤﻟا  
Soft    ﻲﻓ تﺎﻗﺎﻄﻟا ﺔﻓﺎآ لﺬﺑو ﻲﻧﺎﻔﺘﻟا ،ﺔﻴﻠﻤﻌﻟا ﺔﻴﻠﻘﻌﻟا ،ﺔﻤﻈﻨﻤﻟا ﺔﻣﺪﺨﻟ ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ
ﻞﻤﻌﻟا .  
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا  
Soft   ا ﻞﺣ ﻲﻓ ﺔﻴﻠﻋﺎﻔﻟا ﻩزﺎﺠﻧإ ﻰﺘﺣ ﻞﻤﻌﻟا ﺔﻠﺻاﻮﻣ ،ةدﺪﺤﻤﻟا تﻼﻜﺸﻤﻟ .   22.    ﻞﺣ ﻰﻠﻋ ةرﺪﻘﻟا
تﻼﻜﺸﻤﻟا  
Hard   ﺔﻴﻠﻋﺎﻓو ةءﺎﻔﻜﺑ مﺎﻬﻤﻟا زﺎﺠﻧإ ،ﺔﻴﻠﻋﺎﻔﺑ ﺖﻗﻮﻟا ةرادإ ،ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ ﻰﻠﻋ ةرﺪﻘﻟا .  
23.    ﻪﺴﻔﻨﻟ ﻂﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﺔﻴﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو    
Soft   ﺔﻳﻮﻴﺤﻟا ،ﻞﻤﻌﻟا ءادأ ﺔﻴﻧﺎﻜﻣﻹ ﻲﺑﺎﺠﻳﻹا ﻪﺟﻮﺘﻟا ﻞﻤﻌﻠﻟ ﻢﺋاﺪﻟا داﺪﻌﺘﺳﻻا ،ﺔﺳﺎﻤﺤﻟا ،طﺎﺸﻨﻟاو ﺔﻣﺎﺘﻟا  .   24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا  
Hard   تﺎﻣﻮﻠﻌﻤﻟا ةرادإ ﺞﻣاﺮﺒﺑ ﺔﻳارد ﻰﻠﻋ ،ﻲﻟﻵا ﺐﺳﺎﺤﻟا ﺞﻣاﺮﺑ ﻦﻣ دﺪﻋ ﻞﻴﻐﺸﺗ ﻰﻠﻋ ةرﺪﻘﻟا .   25.   ﻲﻟﻵا ﺐﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻻا  
Hard    ماﺪﺨﺘﺳﻻا ﻞﺜﻣ ﺎﻬﻟﺎﺳرإو ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا داﺪﻋﺈﺑ ﺔﻘﻠﻌﺘﻤﻟا تارﺎﻬﻤﻟا ﻪﻳﺪﻟ  ﺪﻳﺮﺒﻠﻟ ﺢﻴﺤﺼﻟا
ءﻼﻤﻌﻟا ﻞﺋﺎﺳرو ،ﺔﻴﺟرﺎﺨﻟاو ﺔﻴﻠﺧاﺪﻟا ﺮﻳرﺎﻘﺘﻟا ،ﺔﻴﻠﺧاﺪﻟا تاﺮآﺬﻤﻟا ﺔﺑﺎﺘآو ،ﻲﻧوﺮﺘﻜﻟﻹا .  
26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا        291
Soft   آو ًﺎﺛ ﺪﺤﺗ  ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ةدﺎﺟإ 27.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) مﺎﻋ ﻞﻜﺸﺑ (   ﺔﺑﺎﺘ  
Soft   ﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ﺪﻋاﻮﻗ ةﺎﻋاﺮﻣ ،تﺎﻔﻠﻤﻟاو تاﺮآﺬﻤﻟا ،ﻞﺋﺎﺳﺮﻟا ﺔﺑﺎﺘآ  ماﺪﺨﺘﺳا ةدﺎﺟإ ،ﺔﺑﺎﺘﻜﻟا ﺪﻨﻋ ﺔ
 ،ﻢﻴﻗﺮﺘﻟا تﺎﻣﻼﻋ
28.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺔﺑﺎﺘﻜﻟا (  
ﺔﻴﺋﻼﻣﻹا ءﺎﻄﺧﻷا ﻲﻓ عﻮﻗﻮﻟا ﺐﻨﺠﺗو .  
Soft   ﻞﻤﻌﻟا ﺔﺌﻴﺑ ﻲﻓ ﺔﺒﺳ ﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ثﺪﺤﺗ .   29.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ًﺎﺛ ﺪﺤﺗ (   ﺎﻨﻤﻟاو ﺔﻘﺋﻼﻟا تارﺎﺒﻌﻟا ماﺪﺨﺘﺳا ،حﻮﺿﻮﺑ ﺔﻳ
Soft   ﻟا ﻲﻓ فاﺮﺼﻧﻻاو رﻮﻀﺤﻟﺎﺑ مﺎﻤﺘهﻻا ﺔﻤﻈﻨﻤﻟا ﺪﻴﻔﻳ ﺎﻤﺑ ﻞﻤﻌﻟا ﺖﻗو لﻼﻐﺘﺳاو ، دﺪﺤﻤﻟا ﺖﻗﻮ .   30.   ﻞﻤﻌﻟا ﺖﻗو ﺔﻤﻴﻗ ﺮﻳﺪﻘﺗو ﺔﻓﺮﻌﻣ  
Soft    ﺮﺛﺆﻳ وأ ﺔﻤﻈﻨﻤﻟﺎﺑ رﺮﺿ قﺎﺤﻟا ﻰﻟا ﺎهﺮﺸﻧ يدﺆﻳو ﻞﻤﻌﻟا ﺺﺨﺗ ﻲﺘﻟا رﻮﻣﻷا ﻦﻋ ثﺪﺤﺘﻟا مﺪﻋ
ﺎﻬﺤﻟﺎﺼﻣ ﻰﻠﻋ ًﺎﺒ ﻠ ﺳ .  
31.   ﻞﻤﻌﻟا راﺮﺳأ ﻰﻠﻋ ﺔﻈﻓﺎﺤﻤﻟا  
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APPENDIX 5 
 
Co-op Employer’s Survey 
 
Em
Faculty member at the Institute of 
Public   currently pursuing a PhD Degree 
at the U ey is part of my research project 
exploring the effectiveness of Co-operative education programmes in 
developing the graduates s of the importance of the workplace 
competencies required by the employers nowadays.  Finding from this survey 
and rel nd particularly in the areas of generic 
skills, Co-operative education, and human resources.  
 
Your participation in this survey is fully considerable and all responses will be 
an
 
I thank you in advance and I hope that you can start now working through these 
questio
 






















Dear  ployer 
 
My name is Mohammed M. Bajunaid, a 
Administration, Dammam branch.  I am
niversity of Glasgow.  This surv
’ awarenes
ated studies will inform debate a
kept confidential.  You are not required to attach your name and your 




plete this questionnaire and
Mohammed M. Bajunaid 
e of Public Administration  I
P x 1455 
m  1141  3
Fax     (03) 8268881 
E-M : bajunaidm@hotmail.com 
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PART A. DEMOGRAPHIC INFORMATION 
 
Data collected from this part will be used to describe in general the 
characteristics of the organisations, which have completed this survey 
questionnaire. 
 
Q1.  What is the main activity for your organisation? (please circle a 
number) 
1. Agriculture 





d  retail trade   
 write 
 
Q2.  ation at your sp
 a nu










Q4.  ver your or ion participated in other organisations Co-
?












7. Business  Services 
8. Wholesale  an
9.  Other, please  
How many employees in the organis ecific work site? 
mber)  (please circle
1. 1-10
2. 11-50  Emp
3. 51-500  Em
ee 
yee 
 Employee  4.  More tha
How many y
op p
has your organisation partic  in the IPA’s Co-
rogrammes? 
1.  Less th
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P RT NERIC 
COM S 
 
Please read the descripti t below to get 
recogniz n ur perception of the 
importance degree of th es r
IPA’s Post-secondary gr e circle a number from 1 to 
6 ency, as portant, 3= 
U mportan st Important) 
COMPETE   Most Unimportant         Most Important 
         1                                    6 
ART B. THE IMPO
PETENCIE
ANCE DEGREES OF GE
on of each competency in the lis
sions of it.  And then indicate yo
e workplace generic competenci
aduates nowadays.  (pleas
 1= Most U
ed of the dime
equired for 
 for each compet
nimportant, 4= I
nimportant, 2= Very Unim






Task accomplishment, seek results, 
innovation, competitiveness, impact, 
standards, efficiency 
1       2       3       4       5       6 
2. Concern  for 
ty and 
 for clarity, reduce  Monitoring, concern
uncertainty, keeping track  1       2       3       4       5       6  order, quali
accuracy 
3. Initiative    Persistence, not giving up easily, 
Seizing opportunities  1       2       3       4       5       6 
4. Information 
seeking  
ces Getting information from many sour
1       2       3       4       5       6 
5. Interpersonal  Empathy, listening, sensitivity to 
others, diagnostic understanding, 
awareness of others feelings 
1       2       3       4       5       6  understanding 
6. Ability  and  Desire and aptitude for learning, 
learning as a basis for action.  1       2       3       4       5       6  willingness to 
learn 




Making extra efforts to meet customer 
needs, discovering and meeting 
customer’s underlying needs, follo
on questions, requests, complaints 
1       2       3       4       5       6 





The intention to persuade others in 
f order to have a specific impact or e
on them 




sation or in other 
rs,  1       2       3       4       5       6 









Working to build or maintain friendly, 
warm relationships or networks 
contacts with people who are, o
someday be, useful in achievin
related goals 




A genuine intent to foster the learning
or development of the others and an 





implied in each positive level of 
Developi
 
1       2       3       4       5       6 
12. Directiveness  Assertiveness, decisiveness, use of 
power, taking charge, firmness of 
standards, group control and discipline 
 
1       2       3       4       5       6     295
13. Teamwork  and 
cooperation 
Fostering group facilitation and 
management, conflict resolution, 
motivating others, creating a  good 
workplace climate 
1       2       3       4       5       6 
14.  of 
n charge, 
 for subordinates, build 
nse of group purpose, group 
motivation 
1       2       3       4       5       6 
Team leadership   The intention to take a role as leader 





Understanding a situation by breaking 
it apart into smaller pieces, reasoning, 
practical intelligence, planning skills, 
roblem analysing, systematic  p
 
1       2       3       4       5       6 
16. Conceptual 
thinking 
Understanding a situation or problem 
y putting the pieces together, Pattern 
ition, insight, critical thinking, 






1       2       3       4       5       6 
17. Technical 
expertise 
Job related technical knowledge and 
skills, depth and breadth, acquires 
expertise, donates expertise 
1       2       3       4       5       6 
18. Self-control  Stamina, resistance to stress, staying 
ability to calm others 
       5       6 
calm, high Emotional Quotient, 
resisting temptation, not impulsive,  1       2       3       4
19. Self-confidence  Strong self concept, internal locus of 
control, independence, ego strength, 
decisiveness, accepting responsibility 
1       2       3       4       5       6 
20. Flexibility  Adaptability, ability to change, 
perceptual objectivity, staying 
objective, resilience, behaviour is 
contingent 
1       2       3       4       5       6 
21. Organisational 
commitm
nd others to organisational 
 4       5       6  ent 
Align self a
needs, business mindedness, self 
sacrifice 
1       2       3      
22.  Problem   4       5       6  solving   Actively solving identified problems, 






and completing tasks effectively and 
efficiently 
1       2       3       4       5       6 
  planning  ability to organize self and others, 
effective time management, o
24.  Energy &
       5       6 
 passion   a positive ‘can-do’ attitude, high 
energy levels, enthusiasm, pro-active, 
strong drive 
1       2       3       4
25. Computer 
literacy  
Ability to operate a number of 
  4       5       6  packages, having information 
management awareness 
1       2       3     
26. Written 
communication   emails, internal memos, internal and  1       2       3       4       5       6 
Relevant skills/appropriate use of: 
external reports, letters to clients 
27. E
(        5       6  nglish  language 
overall)  
proficiency in spoken and written 
English  1       2       3       4
28. E
(        5       6 
nglish  language 
writing) 
Writing messages/files notes legibly 
using correct grammar, punctuation 
and spelling 
1       2       3       4
29. E
(        5       6 
nglish  language 
speaking) 
Speaking clear English, using tactful 
and appropriate language in the 
workplace 
1       2       3       4    296
30. A
ti        5       6 
ttendance  and 
mekeeping 
Coming to work and leaving on time 
(punctuality), investing time to benefit 
the organisation 





onfidentiality  at 
ork 
Using orgnaisation information 
appropriately; (keeping information 
could negatively affect the  1       2       3       4       5       6
      Others (Please add   




















PART C. THE COMPARISON OF HARD AND SOFT COMPETENCIES 
 
The literatures classify competencies into two categories (soft & hard).  
Please identify which one of the two kinds of competencies is more 
important.  And then justify your choice.  (Please indicate in the box and 
explain in the space) 
 
Soft Competencies: This kind of competencies is considered to 
be "people" skills, "communication" skills and something called 
"attitude".  They are figured difficult to be assessed and taught.  
Examples:  Team leadership, Flexibility, Self-confidence and 
Impact and Influence on others.   
 
Hard Competencies: This kind of competencies is considered to 
be technical, education-related, literacy-related, or learned on the 
job.  Examples: Computer literacy, and Written communication.  
 
(Please refer to the competencies lest in the next page to see 























In Part B, each competency in the list has a number (e.g. 1. Achieveme
orientation; 24. Computer literacy).  Please insert up to 5 numbers from the 
list in the five spaces below to identify the most 5 competencies required to 




Number  Why 
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APPENDIX 6 
 





This su ect in higher education, exploring the 
effectiv es in developing the 
graduat of the workplace competencies required 
by the e  this survey and related studies will 
 deba o-operative 
 
Your participation in this survey is fully considerable and all responses will be 










Data co ed to describe in general the 
characteristics of Teachers who have completed this survey questionnaire. 




14. Other (please wri ------) 
 
aculty member, 
rvey is part of a research proj
eness of Co-operative education programm
es’ awareness of the importan   ce 
mployers nowadays.  Finding from
inform te and particularly in the areas of generic skills, C
education, and human resources.   






A  culty Member  
 
A. DEMOGRAPHIC INFORMATION 
llected from this part will be us
   
What is your age?  





Q2.  What is your nationality?  (please circle a number) 
1. Saudi 
2.  Arabic (determine the country -----------------------------)  
3.  European (determine the country -----------------------------) 
4. American 
Other (determine the country -----------------------------) 
 
What is your qu
10. PhD 
n degree?  (please circle a number) 
11. Masters  
12. High Diplo
13. Bache
te---------------------    299
Q4.  or  le a number) 
ra





8.  English Language
nd Infor
ro
Q5.  ha  
2. 6-10 
 
Q s ha l)? 
2. 6-10 
 
Q6.  From the programm e identify
that you spend the m me on since you have 
r 
is
2.  Executive Secreta
3. Accounting 




PART B. THE IMPORTAN F GENERIC 
C
 
Please read the description e list
recognized of the dimensions of it.  And then indicate your perception of the 
importance degree of the w encies required for 
IPA’s Post-secondary grad rcle a number from 1 to 
6 for each competency, as 1= y Un
Unimportant, 4= Important, 5 ost Important) 
IMPORTANCE 
Most Unimportant         Most Important 
         1                                  6 
What is your sect
1.  Public Administ





5.  Office Managem





9.  Library a




How many years 
1. 1-5   
ve you taught (at the IPA)?
3. 11-15 
4. 16-20 
5.  How many year
1. 1-5  
ve you taught (overal
3. 11-15 
4. 16-20 
es listed below, pleas
ajority of your teaching ti
 the programme 
started working fo
1. Hospital  Admin
the IPA?   
tration   
ry  
5. Computer
6.  Never tau before  
CE DEGREES O
OMPETENCIES 
 of each competency in th  below to get 
orkplace generic compet
uates nowadays.  (please ci
 Most Unimportant, 2= Ver
= Very Important, and 6= M
important, 3= 
COMPETENCY DESCRIPTION 




1       2       3       4       5       6 
Task accomplishment, seek 
results, innovation, 
competitiveness, impact,     300
2.  Concern for order, 
quality and accuracy 
y, 
1       2       3       4       5       6 
Monitoring, concern for clarit
reduce uncertainty, keeping 
track 
3. Initiative      1       2       3       4       5       6 
Persistence, not giving up
easily, Seizing opportunities 






ing, awareness of  1       2       3       4       5       6 
Empathy, listening, sensitivity
to others, diagnostic 
understand
others feelings 
6. Ability  and 
willingness to learn 
g,  Desire and aptitude for learnin
learning as a basis for action.  1       2       3       4       5       6 
7. Customer  service 
1       2       3       4       5       6 
orientation 
Making extra efforts to meet 
customer needs, discovering and 
meeting customer’s underlying 
needs, following on questions, 
requests, complaints 
8.  Impact and I
on others 
nfluence    1       2       3       4       5       6  The intention to persuade others
in order to have a specific 
impact or effect on them   
9. Organisational 
sation  1       2       3       4       5       6  awareness 
Understanding the power 
relationships in the organi
or in other organisations 
(customers, suppliers, etc.)  
10. Relationship 
building 
Working to build or maintai
friendly, warm relationships or 
networks of contacts with 
n 
ving 
1       2       3       4       5       6  people who are, or might 
someday be, useful in achie
work-related goals 
11. Developing  others   
 
A genuine intent to foster the 
learning or development of the 
others and an appropriate level 
of need analysis are implied in 
each positive level of 
  Developing Others.
1       2       3       4       5       6 
12. Directiveness  Assertiveness, decisiveness, use
of power, taking charge, 
 
1       2       3       4       5       6  firmness of standards, group 





1       2       3       4       5       6 
Teamwork  and  Fostering group facilitation an
management, conflict 
resolution, motivating others, 
creating a  good workplace 
climate 
14.  Team leadership   The intention to take a role as
leader of a team or other group, 
being in charge, vision, conc
 
ern 
  1       2       3       4       5       6  for subordinates, build sense of
group purpose, group 
motivation 
15. Analytical  thinking 
matic 
1       2       3       4       5       6 
Understanding a situation by 
breaking it apart into smaller 
pieces, reasoning, practical 
intelligence, planning skills, 
problem analysing, syste
     301
16. Conceptual  thinking  Understanding a situation or 
problem by putting the pieces 
gether, Pattern recognition, 
sight, critical thinking, 





1       2       3       4       5       6 
17. Technical  expertise  Job related technical knowledge 
nd skills, depth and breadth, 





1       2       3       4       5       6 
18. Self-control  tamina, resistance to stress, 
staying calm, high Emotional 
Quotient, resisting temptation, 
not impulsive, ability to calm 
others 
1       2       3       4       5       6 
S
19. Self-confidence  Strong self concept, internal 
locus of control, independence,  1       2       3       4    ego strength, decisiveness,      5       6 
accepting responsibility 
20. Flexibility  Adaptability, ability to change, 
perceptual objectivity, staying 
objective, resilience, behaviour  1       2       3     
is contingent 
  4       5       6 
21. Organisational 
commitment 
Align self and others to 
organisational needs, business  1       2       3       4       5       6 
mindedness, self sacrifice 
22.  Problem 
     5       6 
solving   Actively solving identified 
problems, carrying on through 
to completion 





completing tasks effectively and 
efficiently 
1       2       3       4       5       6 
planning 
isational 
ability to organize self and 
others, effective time 
management, organizing
24.  Energy &
    5       6 
 passion   a positive ‘can-do’ attitude, high 
energy levels, enthusiasm, pro-
active, strong drive 
1       2       3       4   
25.  Computer literacy  
 
Ability to operate a number of 
packages, having information 
management awareness 




of: emails, internal memos, 
internal and external reports, 
letters to clients 
1       2       3       4       5       6 
Relevant skills/appropriate
27. English  language 
(overall)  
proficiency in spoken and 
written English  1       2       3       4       5       6 
28. English  language 
(writing) 
Writing messages/files notes 
legibly using correct grammar, 
punctuation and spelling 
1       2       3       4       5       6 
29. English  language 
(speaking) 
Speaking clear English, using 
tactful and appropriate language 
in the workplace 
1       2       3       4       5       6 
30. Attendance  and 
timekeeping 
Coming to work and leaving on 
time (punctuality), investing 
time to benefit the organisation 
1       2       3       4       5       6 
31. Confidentiality  at 
work 
Using orgnaisation information 
appropriately; (keeping 
information could negatively 
affect the organisation) 
1       2       3       4       5       6     302
      Others (Please add if      




















PART C. THE COMPARISON OF HARD AND SOFT COMPETENCIES 
 
The literatures classify competencies into two categories (soft & hard).  
Please identify which one of the two kinds of competencies is more 
important.  And then justify your choice.  (Please indicate in the box and 
explain in the space) 
 
Soft Competencies:  This kind of competencies is considered to 
be "people" skills, "communication" skills and something called 
"attitude".  They are figured difficult to be assessed and taught.  
Examples:  Team leadership, Flexibility, Self-confidence and 
Impact and Influence on others.   
 
Hard Competencies: This kind of competencies is considered to 
be technical, education-related, literacy-related, or learned on the 
job.  Examples:  Computer literacy, and Written communication.  
 
(Please refer to the competencies lest in the next page to see 
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PART D. COMPETENCIES REQUIRED TO BE DEVELOPED  
In Part B, each com  1. Achievement 
orientation; 24. Com  numbers from the 
st in the five spaces below to identify the most 5 competencies required to 
e developed in IPA’s post-secondary graduates.  Give reas
petency in the list has a number (e.g.
puter literacy).  Please insert up to 5
li
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APPENDIX 7 
 
Student’s Survey (Part 1) 
 
  Code No. (      ) 
Dear Student 
 
My nam naid and I am a Facility member at the Institute 
of Publ , Dammam branch. I am currently pursuing a PhD 
Degree from the University of Glasgow. This survey is part of my dissertation 
research project exploring the effectiveness of Co-operative education 
rogrammes in developing the graduates’ awareness of the importance of the 
owadays.  Finding from 
this survey and related studies will inform debate and particularly in the areas of 
generic skills, Co-operative education, and human resources.   
Your participation in this survey is fully considerable and all responses will be 
kept confidential.  You are not required to attach your name. 
 
start now working through these 
questions which will take about (20) minutes of your time.  Work through the 






















e is Mohammed M. Baju
ic Administration
p
workplace competencies required by the employers n
I thank you in advance and I hope that you can 
ns as quickly as possible.  Go on
Please complete this questionnaire and return it to me to the flow
Mohammed M. Bajun
In
P.O. Box 1455 
Dammam 31141 
Phone (03) 8268300 








Data collected from this  e in general the 
c a h y qu
 
Q1.  r major  number) 
minis
tive Secreta
17. Accounting  
puters 
 
Q2.  What is your age? (p
9.  Under 20  
11. 26-30 
12. More than 30 
 
Q3.  Have you had any w
 





Please read the description e list below to get 
recognized of the dimension  your
importance degree of the w cies
IPA’s Post-secondary grad le a number from 1 to 
6 = ery Unimportant, 3= 
Unimportant, 4= Important, 5  Most Important) 
 
IMPORTANCE 
Most Unimportant         Most Important 
         1                                    6 
T A. DEMO  INFORMATION 
part will be used to describ
har cteristics of students w
What is you
o have completed this surve








lease circle a number) 
10. 21-25 
ork experience? 
                         No  
 
ART B. THE IMPO
PETENCIE
CE DEGREES OF GENE  
 of each competency in th
s of it.  And then indicate
orkplace generic competen
uates nowadays.  (please circ
 perception of the 
 required for 
 for each competency, as 1  Most Unimportant, 2= V
= Very Important, and 6=
COMPETENCY DESCRIPTION 
1. Achievement 
orientation  1       2       3       4       5       6 




2.  Concern for order, 
quality and accuracy 
Monitoring, concern for clarity, 
reduce uncertainty, keeping track  1       2       3       4       5       6 
3. Initiative    sily, 
portunities  1       2       3       4       5       6 
Persistence, not giving up ea
Seizing op
4.  Information seeking     Getting information from many
sources  1       2       3       4       5       6 
5. Interpersonal 
1       2       3       4       5       6 
Empathy, listening, sensitivity to 
others, diagnostic understanding, 
awareness of others feelings 
understanding 
6. Ability  and 
willingness to learn 
,  Desire and aptitude for learning
learning as a basis for action.  1       2       3       4       5       6     306
7. Customer  service 
orientation  d 
wing on questions, 
Making extra efforts to meet 
customer needs, discovering an
meeting customer’s underlying 
needs, follo
requests, complaints 
1       2       3       4       5       6 





The intention to persuade others 
in order to have a specific i
or effect on them 
1       2       3       4       5       6 
9. Organisational 
 in the organisation  1       2       3       4       5       6  awareness 
Understanding the power 
relationships
or in other organisations 
(customers, suppliers, etc.)  
10. Relationship 
s or  building 
Working to build or maintain 
friendly, warm relationship
networks of contacts with people 
who are, or might someday be, 
useful in achieving work-related 
goals 
1       2       3       4       5       6 
11. Developing  others   
 the 
 
A genuine intent to foster the 
learning or development of
others and an appropriate level of 
need analysis are implied in each 
positive level of Developing 
Others. 
1       2       3       4       5       6 
12. Directiveness  Assertiveness, decisiveness, 
of power, taking c
use 
harge, firmness 
d  1       2       3       4       5       6  of standards, group control an
discipline 
 
13. Teamwork  and 
n,  1       2       3       4       5       6  cooperation 
Fostering group facilitation and 
management, conflict resolutio
motivating others, creating a  
good workplace climate 
14.  Team leadership   The intention to take a role as 
leader of a team or other group, 
being in charge, vision, concern 
for subordinates, build sense of 
group purpose, group motivation 
1       2       3       4       5       6 
15. Analytical  thinking 
cal 
telligence, planning skills, 
problem analysing, systematic 
 
1       2       3       4       5       6 
Understanding a situation by 
breaking it apart into smaller 
ieces, reasoning, practi p
in
16. Conceptual  thinking  nderstanding a situation or 
problem by putting the pieces 
gether, Pattern recognition, 
sight, critical thinking, problem 






1       2       3       4       5       6 
17. Technical  expertise  Job related technical knowledge 
nd skills, depth and breadth, 
res expertise, donates 
expertise 
a
acqui 1       2       3       4       5       6 
18. Self-control  Stamina, resistance to stress, 
staying calm, high Emotional 
Quotient, resisting temptation, not 
impulsive, ability to calm others 
1       2       3       4       5       6 
19. Self-confidence  Strong self concept, internal locus 
of control, independence, ego 
strength, decisiveness, accepting 
responsibility 
1       2       3       4       5       6     307
20. Flexibility  Adaptability, ability to change, 




Align self and others to 
organisational needs, business  1       2       3   
mindedness, self sacrifice 
    4       5       6 
22.  Problem solving   Actively solving identified 
problems, carrying on through to 
completion 




       5       6 
planning 
isational 
ability to organize self and others, 
effective time management, 
organizing and completing tasks 
effectively and efficiently 
1       2       3       4
24.  Energy &
m, pro-
 passion   a positive ‘can-do’ attitude, high 
energy levels, enthusias
active, strong drive 
1       2       3       4       5       6 
25.  Computer literacy   Ability to operate a number of 
packages, having information 
management awareness 
1       2       3       4       5       6 
26. Written 
communication  
Relevant skills/appropriate use of: 
emails, internal memos, internal 
and external reports, letters to  1       2       3       4       5       6 
clients 
27. English  l
(overall)
 
1       2       3       4       5       6  anguage  proficiency in spoken and
written English    
28. English  language 
(w
Writing messages/files notes 
     5       6  riting)  legibly using correct grammar, 
punctuation and spelling 
1       2       3       4  
29. E
(s      5       6 
nglish  language 
peaking) 
Speaking clear English, using 
tactful and appropriate language 
in the workplace 
1       2       3       4  
30. A
ti      5       6 
ttendance  and 
mekeeping 
Coming to work and leaving on 
time (punctuality), investing time 
to benefit the organisation 
1       2       3       4  
31. C
w      5       6 
onfidentiality  at 
ork 
Using orgnaisation information 
appropriately; (keeping 
information could negatively 
affect the organisation) 
1       2       3       4  
      O
requir





       5       6 
 
1       2       3       4  
 
       5       6 
 
1       2       3       4  
 
         4       5       6 
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PART C. THE COMPARISON ND SOFT COMPETENCIES 
 
The literatures classi  (soft & hard).  
Please identify which s is more 
portant.  And then justify your choice.  (Please indicate in the box and 
xplain in the space) 
 OF HARD A
fy competencies into two categories




Soft Competencies:  This kind of competencies is considered to 
be "people" skills, "communication" skills and something called 
"attitude".  They are figured difficult to be assessed and taught.  
Examples:  Team leadership, Flexibility, Self-confidence and 
Impact and Influence on others.   
 
Hard Competencies: This kind of competencies is considered to 
be technical, education-related, literacy-related, or learned on the 



















(Please refer to the competencies lest in the next page to see 
more examples of each category). 
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APPENDIX 8 
 





My nam naid and I am a Facility member at the Institute 
of Pub  branch. I am currently pursuing a PhD 
Degree University of Glasgow. This survey is part of my dissertation 
search project exploring the effectiveness of Co-operative education 
s of the importance of the 
workpl es required by the employers nowadays.  Finding from 
this sur  studies will inform debate and particularly in the areas of 
generic skills, Co-operative education, and human resources.   
Your p  survey is fully considerable and all responses will be 
ept confidential.  You are not required to attach your name. 
 
I thank you in advance and I hope that you can start now working through these 
questio inutes of your time.  Work through the 
questions as quickly as possible.  Go on your first reactions in answering a 
question. 
 
Please complete this questionnaire and return it to me to the flowing address: 
ohammed M. Bajunaid 
Institute of Public Administration 
P.O. Box 1455 
Dammam 31141 
Phone (03) 8268300 





















e is Mohammed M. Baju
lic Administration, Dammam
 from the 
re





ns which will take about (25) m
M
ohammed M. Bajun    310
PART A. DEMOGRAPHIC INFORMATION 
 
Data collected from this part will be used to describe in gener






Q2.  What is your age? (p
13. Under 20  
14. 21-25 
16. More than 30 
 
Q3.  Have you had any w
 
         
 
PART B. THE IMPORTAN RIC 
COMPETENCIES 
 
Please read the description elow to get 
recognized of the dimension e your perception of the 
importance degree of the w cies
IPA’s Post-secondary grad rcle a
6 for each competency, as 1=  Unimportant, 3= 




    
al the 
What is your major
20. Accounting  
? (please circle a number) 
21. Computers 
22. Execu ry 
tration 
24. Sales 
lease circle a number) 
15. 26-30 
ork experience? 
           Yes                   No  
 
CE DEGREES OF GENE
 of each competency in the list b
s of it.  And then indicat
orkplace generic competen
uates nowadays.  (please ci
 Most Unimportant, 2= Very
 required for 
 number from 1 to 
nimportant, 4= Important = Very Important, and 6=
DESCRIPTION  NC ost Unimportant         Most Importan
     1                                    6 
1. Achievement 
orientation 




1       2       3       4       5       6 
2.  Concern for order, 
quality and accuracy  rack  1       2       3       4       5       6 
Monitoring, concern for clarity, 
reduce uncertainty, keeping t
3. Initiative    Persistence, not giving up easily, 
Seizing opportunities  1       2       3       4       5       6 
4.  Information seeking     Getting information from many





Empathy, listening, sensitivity to
others, diagnostic understandin
awareness of others feelings 
1       2       3       4       5       6 
6. Ability  and 
rn  1       2       3       4       5       6  willingness to lea
Desire and aptitude for learning, 
learning as a basis for action.     311
7. Customer  service 
orientation  d 
wing on questions, 
requests, complaints 
Making extra efforts to meet 
customer needs, discovering an
meeting customer’s underlying 
needs, follo
1       2       3       4       5       6 
8.  fluence  The intention to persuade others 




or effect on them 
1       2       3       4       5       6 
9. Organisational 
 in the organisation  1       2       3       4       5       6  awareness 
Understanding the power 
relationships
or in other organisations 
(customers, suppliers, etc.)  
10. Relationship 
s or  building 
Working to build or maintain 
friendly, warm relationship
networks of contacts with people 
who are, or might someday be, 
useful in achieving work-related 
goals 
1       2       3       4       5       6 
11. Developing  others   
 the 
 
A genuine intent to foster the 
learning or development of
others and an appropriate level of 
need analysis are implied in each 
positive level of Developing 
Others. 
1       2       3       4       5       6 
12. Directiveness  Assertiveness, decisiveness, use 
of power, taking charge, firmness 
d  1       2       3       4       5       6  of standards, group control an
discipline 
 
13. Teamwork  and 
n,  1       2       3       4       5       6  cooperation 
Fostering group facilitation and 
management, conflict resolutio
motivating others, creating a  
good workplace climate 
14.  Team leadership   The intention to take a role as 
leader of a team or other group, 
being in charge, vision, concern 
 
for subordinates, build sense of 
group purpose, group motivation
1       2       3       4       5       6 
15. Analytical  thinking 
cal 
telligence, planning skills, 
problem analysing, systematic 
 
1       2       3       4       5       6 
Understanding a situation by 
breaking it apart into smaller 
ieces, reasoning, practi p
in
16. Conceptual  thinking  nderstanding a situation or 
problem by putting the pieces 
together, Pattern recognition, 
insight, critical thinking, problem 




1       2       3       4       5       6 
17. Technical  expertise  Job related technical knowledge 
nd skills, depth and breadth, 
res expertise, donates 
expertise 
a
acqui 1       2       3       4       5       6 
18. Self-control  Stamina, resistance to stress, 
staying calm, high Emotional 
Quotient, resisting temptation, not 
impulsive, ability to calm others 
1       2       3       4       5       6 
19. Self-confidence  Strong self concept, internal locus 
of control, independence, ego 
strength, decisiveness, accepting 
responsibility 
1       2       3       4       5       6     312
20. Flexibility  Adaptability, ability to change, 




Align self and others to 
organisational needs, business  1       2       3   
mindedness, self sacrifice 
    4       5       6 
22.  Problem solving   Actively solving identified 
problems, carrying on through to 
completion 




       5       6 
planning 
isational 
ability to organize self and others, 
effective time management, 
organizing and completing tasks 
effectively and efficiently 
1       2       3       4
24.  Energy &
m, pro-
active, strong drive 
1       2       3       4       5       6 
 passion   a positive ‘can-do’ attitude, high 
energy levels, enthusias
25.  Computer literacy   Ability to operate a number of 
     5       6  packages, having information 
management awareness 
1       2       3       4  
26. Written 
commun
and external reports, letters to    ication  
Relevant skills/appropriate use of: 
emails, internal memos, internal  1       2       3       4       5       6
clients 
27. English  l
(overall)
 
1       2       3       4       5       6  anguage  proficiency in spoken and
written English    
28. English  language 
(w
Writing messages/files notes 
     5       6  riting)  legibly using correct grammar, 
punctuation and spelling 
1       2       3       4  
29. E
(s      5       6 
nglish  language 
peaking) 
Speaking clear English, using 
tactful and appropriate language 
in the workplace 
1       2       3       4  
30. A
ti      5       6 
ttendance  and 
mekeeping 
Coming to work and leaving on 
time (punctuality), investing time 
to benefit the organisation 
1       2       3       4  
31. C
w      5       6 
onfidentiality  at 
ork 
Using orgnaisation information 
appropriately; (keeping 
information could negatively 
affect the organisation) 
1       2       3       4  
      O
requir





       5       6 
 
1       2       3       4  
 
       5       6 
 
1       2       3       4  
 
       4       5       6 
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PART C. THE COMPARISON OF HARD AND SOFT COMPETENCIES 
he literatures classify competencies into two categories (soft & hard).  
 
es:  This kind of com
be "people" skills, "communication" skills and something called 
"attitude".  They are figured difficult 
lexibility, Self-confidence and 
 
T
Please identify which one of the two kinds of competencies is more
important.  And then justify your choice.  (Please indicate in the box and 
explain in the space) 
 
Soft Competenci petencies is considered to 
to be assessed and taught.  
Examples:  Team leadership, F
Impact and Influence on others.   
 
rd Competencies: This kind of competencies is considered to 
be technical, education-related, literacy-related, or learned on the 
job.  Examples:  Computer literacy, a
Ha
nd Written communication.  
 
(Please refer to the competencies lest in the n
more examples of each category). 
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P OF HARD AND SOFT COMPETE
 
 
P sources to identify what were the most/less 
im eveloping your generic com
most important source, 2 for the second rank and so 
 
ENCY IMPORTANCE 
ART D. THE COMPARISON  NCIES 
lease order the list of 
portant sources of d petencies.  {give 1 for the 
on.  
COMPET RANKING 
1. Achievement  orientation 
         PSP           
 
        Home/family/community         School  
 
        Co-op Programm           Self-taught          
 
Concern for order, quality and accuracy 
    PSP           
 
        Home/family/community         School      
 
        Co-op Programm           Self-taught     
       
2. 
3. Initiative   
         PSP           
 
        Home/family/community         School  
 
        Co-op Programm           Self-taught          
 
Information seeking  
    PSP           
 
        Home/family/community         School      
 
        Co-op Programm           Self-taught          
 
4. 
Ability and willingness to learn 
         PSP           
 
        Home/family/community         School  
 
        Co-op Programm           Self-taught     
       
5. 
6. Interpersonal  understanding 
    PSP           
 
        Home/family/community         School      
 
        Co-op Programm           Self-taught          
 
Customer service orientation 
         PSP           
 
        Home/family/community         School  
 
        Co-op Programm           Self-taught     
       
7. 
Im
    PSP           
 
        Home/family/community            School      
 
        Co-op Programm           Self-taught          
 
8.  pact and Influence on others 
9. Organisational  awareness 
         PSP           
 
        Home/family/community         School  
 
        Co-op Programm           Self-taught     
       
10. Relationship building 
    PSP           
 
        Home/family/community         School      
 
        Co-op Programm           Self-taught          
 
11. Developing others  
         PSP           
 
        Home/family/community         School  
 
           Co-op Programm           Self-taught     
       
12. Directiveness 
    PSP           
        Co-op Programm           Self-taught          
 
 
        Home/family/community         School      
     315
13. Teamwork and cooperation   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
14. Team leadership    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
15. Analytical thinking   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
16. Conceptual thinking   
        Home/family/community         School           PSP           
 
           Co-op Programm           Self-taught          
 
17. Technical expertise   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
18. Self-control   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
19. Self-confidence   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
20. Flexibility   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
21. Organisational commitment   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
22. Problem solving   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
 
23. Personal planning and organisational skills    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
24. Energy & passion    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
25. Computer literacy    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
26. Written communication    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
     316
27. English language (overall)    
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught     
       
28. English language (writing)   
        Home/family/community         School           PSP           
 
        Co-op Programm           Self-taught          
 
29. English langua speaking)   
        Home/family/community         School           PSP           
 
        Co-op Programm    
       
ge (
       Self-taught     
30. Attendance and timekeeping   
           PSP           
     
  
 
        Co-op Programm           Self-taught     
 
      Home/family/community         School
31. Keeping work secrets   
        Home/family/community         School
 
           PSP           
        Co-op Programm           Self-taught     
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APPENDIX 9 
 




ﻢﻴﺣﺮﻟا ﻦﻤﺣﺮﻟا ﷲا ﻢﺴﺑ  
 




        ﺔﻴﻟﺎﻌﻓ ىﺪﻣ عﻼﻄﺘﺳا ﻰﻟإ فﺪﻬﻳو ،ﻢﻴﻠﻌﺘﻟا لﺎ ﺳﻻ
      تﺎآﺮﺸﻟاو تﺎﺴﺳﺆﻤﻟا ﺾﻌﺑ ﺎﻬﻣ ﻳ ﻟا ﺞﻣاﺮﺑ -         ﻲﻓ يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺳراﺪﻟ  
         ﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﻲﻓ ﻲﻠهﻷا عﺎﻄﻘﻟا  ﺞﻣاﺮﺒﻟا    ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤ -  ﻲﻓ  
     مﻮﻴﻟا ﻞﻤﻌﻟا قﻮﺳ ﻲﻓ ﺔﺑﻮﻠﻄﻤﻟا ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜ إ ﻣ ﺮﻳﻮﻄﺗ .  
ه 
  ﺔﻳﺮﺸﺒﻟا دراﻮ و ،ﺔﻣﺎﻌﻟا .  
 ﻚﻟ رﺪﻘﻧ ﺔﻠﻣﺎآ ﺔﻳﺮﺴﺑ ﻞﻣﺎﻌﺘﺳ تﺎﺑﺎﺟﻻا ﻊﻴﻤﺟ نأ ﻖﺛو ، نﺎﻴﺒﺘﺳﻻا   .  
   ﻲﻟﺎﺘﻟا ناﻮﻨﻌﻟا ﻰﻟا ﻪﺗدﺎﻋإو نﺎﻴﺒﺘ ﻜﺘﻟا ﻞﻣﺁ :  
ﻦﻴﺑرﺪﺘﻤﻟا نوﺆﺷ ةرا  
ﻌﻣ
ص  . ب   : 1455  
 مﺎﻣﺪﻟا 1
ﻒﺗﺎه  : 8268300  
ﺲآﺎﻓ  : 8268881  
 
















ﺮﻳﺪ /  
  ﻪﺗﺎآﺮﺑو ﷲا ﺔﻤﺣرو ﻢﻜﻴﻠ .    
  ا اﺬه ﺠﻣ ﻲﻓ ﺎﻴﻠﻌﻟا تﺎﺳارﺪﻟا ﻲﻓ ﺚﺤ  ن ﺘ ﺑ ﻦﻣ ءﺰﺟ ﻞﺜﻤﻳ ﺎﻴﺒ
ﺪﻘﺗ ﻲﺘﻟا ﻲﻧوﺎﻌﺘﻟا ﺐ رﺪﺘ
 ﺞﻣاﺮﺑو ﺔﻣﺎﻌﻟا ﺔﻳداﺪﻋﻹا
ﻟا ﺔﻴﻤهﻷ ﻦﻴﺳراﺪﻟا كارد  ىﺪ
       ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻞﻘﺣ ﻲﻓ ًاﺪ ﻳ ﺪﺤ ﺗ و  راﻮﺤﻠﻟ ًﻻﺎ ﺠ ﻣ  ﺊﻴﻬﺘﺳ ﺎﻬﺑ ﺔﻠﺼﺘﻤﻟا تﺎﺳارﺪﻟاو ﺔﺳارﺪﻟا ﻩﺬ ﺞﺋﺎﺘﻧ
ﻴﻠﻌ ﻤﻟاو ،ﻲﻧوﺎﻌﺘﻟا ﻢ ﺘﻟا
 ﺔﺌﺒﻌﺗ ﻲ ﺎﺸﻣ  اﺬه ﻓ ﻚﺘآر
ﺳﻻا لﺎﻤآﺈﺑ مﺮ
دا
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لوﻷا ءﺰﺠﻟا   :  تﺎﻧﺎﻴﺒﻟا
ﺎﻬﺘﺌﺒﻌﺘﺑ ﺖﻣﺎﻗ ﻲﺘﻟا تﺎآﺮﺸﻟاو تﺎﺴﺳ ﻓ ﺎﻬﻌﻤ .  
 س 1 .   ﻟا طﺎﺸﻨﻟا ﻮه ﺎﻣ
1.    ﺔﻋارز  
،ك ﺸﻨﻣ 
3.   ﻴﻴﺸﺗو ءﺎﻨﺑ
4.   ﻊﻧﺎﺼﻣ  
5.   تﻼﺻاﻮﻣ
ﻦﻴﻣﺄﺗ    
7.   تﺎﻣﺪﺧ   ﺠﺗ
8.   ةرﺎﺠﺗ   ﻤﺟ
9.    ىﺮﺧأ  )  ﻚﻠﻀﻓ ﻦﻣ ﺎهدﺪﺣ   ( -----------------------------------------------------    
ﻇﻮﻣ د
 ) 1 -   10 ﻣ 
2.    ) 11 -   50
5 -   00
4.    ) ﻦﻣ ﺮﺜآأ
 س 3 .                ﺔ اﺪﻟ  ﻟا دﺪﻋ ﻢآ
؟ﺔﻴﻗﺮﺸﻟا  
1.    ﻦﻣ ﻞﻗأ 5  
2.   5 - 11
3.   11 - 15  
 
 س 4 .     ا ةرادﻻا ﺪﻬﻌﻣ ﺮﻴﻏ ﺔﻴﻤﻴﻠﻌﺗ تﺎﺴﺳﺆﻣ ﻲﺳراد ﺐﻳرﺪﺗ ﻲﻓ ﻢﻜﺗﺄﺸﻨﻣ ﺖآرﺎﺷ نأ ﻖﺒﺳ ﻞه       ؟ﺔﻣﺎﻌﻟ  
 
             ﻢﻌﻧ
 
ﻲﻧﺎﺜﻟا ءﺰﺠﻟا   :   ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎ أ ﺔﺟرد  
          ﻲﻓ ﺎﻬﺘﻴﻤهأ ﺔﺟرد دﺪﺣ ﻢﺛ ،ﺎﻬﺗﺎﺒﻠﻄﺘﻣو ﺎهدﺎﻌﺑأ كاردﻹ ﻲ ا أﺮﻗا ﻚﻠﻀﻓ ﻦﻣ
ﻳﺮﺨﻟ ﻞﻤﻌﻟا ﺎﺑ ﺔﻣﺎﻌﻟا ة  مﻮﻠﺑﺪﻟا ﻲﺠ  ﻊ
ةﺮﺋاد  ﻦﻣ ﻢﻗﺮﻟا لﻮﺣ  1  ﻰﻟإ 
B ﺔﻴﻤهﻷا ﺔﺟرد  
B  ﻢﻬﻣ         ﺔﻳﺎﻐﻠﻟ ﻢﻬﻣ ﺮﻴﻏ ﺔ B
  ﺔﻴﻓاﺮﻏﻮﻤﻳﺪﻟا   :  ) ا ﺔﺑﺎﺟﻻا ﻢﻗر لﻮﺣ ةﺮﺋاد ﻊﺿ  ﺔﺤﻴﺤﺼﻟ (  
ﺆﻤﻟا ﺺﺋﺎﺼﺧ ﺢﺿﻮﺗ نﺎﻴﺒﺘﺳﻻا ﻦﻣ ءﺰﺠﻟا اﺬه ﻲ
؟ةﺄﺸﻨﻤﻠﻟ ﻲﺴﻴﺋﺮ  
ﺟ ﻢﺘﻳ ﻲﺘﻟا تﺎﻣﻮﻠﻌﻤﻟا
ﺔﻴﻟﺎﻣ تﺂ  
ﺪ  
 
2.   ﻮﻨﺑ
6.  
ﺔﻳرﺎ  
ﺔﻠ   ﺔﻗﺮﻔﺗو  
؟ًﺎﻴﻟﺎﺣ ﻪﺑ ﻞﻤﻌﺗ يﺬﻟا ﻊﻗﻮﻤﻟا ﻲﻓ ةﺄﺸﻨﻤﻟا ﻲﻔ  
 ﻒﻇﻮ .(  
 ﻒﻇﻮﻣ  .(  
 س 2 .   ﺪﻋ ﻮه ﺎﻣ
1.  
5  ﻒﻇﻮﻣ  .(  
  500  ﻒﻇﻮﻣ  .(  
ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﻲﻓ ﻢﻜﺗﺄﺸﻨﻣ ﺎﻬﻴﻓ ﺖآرﺎﺷ ﻲﺘﻟا تاﻮﻨﺴ ﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻻا ﺪﻬﻌﻣ ﺞﻣاﺮﺑ ﻲﺳر
تاﻮﻨﺳ  
       
3.    ) 1
 




ﻟﺎﺘﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ ﻞﺑﺎﻘﻤﻟا ﻒﺻﻮﻟ
رادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا يﻮﻧﺎﺜﻟا قﻮﻓ
6 ﺔﻳﺎﻔآ ﻞﻜﻟ  (  
        ﻲﻟﺎﺤﻟا ﺖﻗﻮﻟا ﻲﻓ ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟ . )  ﺿ
                              
ﺔﻳﺎﻐﻠﻟ B
B ﻒﺻﻮﻟا B B ﻳﺎﻔﻜﻟا
1         2         3         4          5         6    ﻲ
1.   زﺎﺠﻧﻹا ﻰﻟإ ﺔﻋﺰﻨﻟا    ﻰﻟإ لﻮﺻﻮﻟا ﻮﺤﻧ ﻲﻌﺴﻟاو  ،مﺎﻬﻤﻟﺎﺑ مﺎﻴﻘﻟا
ﻓ ﺮﻴﺛﺄﺘﻟا ،ﺔﺴﻓﺎﻨﻤﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،رﺎﻜﺘﺑﻻا ،ﺞﺋﺎﺘﻨﻟا
ةءﺎﻔﻜﻟا ،ﺮﻴﻳﺎﻌﻤﻟﺎﺑ ماﺰﺘﻟﻻا ،ﻦﻳﺮﺧﻵا .  
1         2         3         4         5         6    ﻦﻋ ﺪﻌﺒﻟا ،حﻮﺿﻮﻟﺎﺑ مﺎﻤﺘهﻻا ،ءادﻷا ﺔﺒﻗاﺮﻣ
 مﺎﻬﺑﻹا ضﻮﻤﻐﻟاو  . رﻮﻣﻷا ﺔﻌﺑﺎﺘﻣ  .  
2.    ﻲﻓ ﺔﻗﺪﻟاو ةدﻮﺠﻟاو مﺎﻈﻨﻟﺎﺑ ماﺰﺘﻟﻻا
ﻞﻤﻌﻟا  
1         2         3         4         5         6    رﺎﻤﺜﺘﺳا ،ﺔﻟﻮﻬﺴﺑ مﻼﺴﺘﺳﻻا مﺪﻋ ،ةﺮﺑﺎﺜﻤﻟا 
ﺔﺣﺎﺘﻤﻟا صﺮﻔﻟا .  
3.   ةردﺎﺒﻤﻟا حور  
1         2         3         4         5         6   4.   تﺎﻣﻮﻠﻌﻤﻟا ﻦﻋ ﺚﺤﺒﻟا ﻰﻠﻋ ةرﺪﻘﻟا    ﻦﻣ تﺎﻣﻮﻠﻌﻤﻟا ﻰﻠﻋ لﻮﺼﺤﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ةدﺪﻌﺘﻣ ردﺎﺼﻣ .  
1         2         3         4         5         6    ةرﺪﻘﻟاو ﻦﻳﺮﺧﻵا تﺎﺟﺎﺣ كارد
   ،ﻢﻬﻟ ﺪﻴﺠﻟا عﺎﻤﺘﺳﻻاو ﻦﻳﺮﺧﻵا ﻊﻣ ﻒﻃﺎﻌﺘﻟا
إ ،ﻢﻬﺑ سﺎﺴﺣﻹا
ﻦﻳﺮﺧﻵا ﺮﻋﺎﺸﻣ ﻢﻬﻔﺗ ،ﺎﻬﺼﻴﺨﺸﺗ ﻰﻠﻋ .  
5.   ﻦﻳﺮﺧﻵا ﻊﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ
1         2         3         4          5         6    ﻢ 6.   ﻢﻠﻌﺘﻟا ﻲﻓ   ﺗ ﺎﻤﻣ ﺔﻴﻠﻤﻌﻟا ةدﺎﻔﺘﺳﻻا ،ﻢﻠﻌﺘﻠﻟ ﺔﻴﻠﺑﺎﻘﻟاو ﺔﺒﻏﺮﻟا
ﻪﻤﻠﻌﺗ .  
 ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6  
 ﺲﻤﻠﺗو ﺔﻠﺑﺎﻘﻤﻟ ﻲﻓﺎﺿإ ﺪﻬﺟ لﺬﺑ ﻰﻠﻋ ةرﺪﻘﻟا
 تارﺎﺴﻔﺘﺳا ﺔﺑﺎﺟﺈﺑ مﺎﻤﺘهﻻا ،ءﻼﻤﻌﻟا تﺎﺟﺎﻴﺘﺣا
 لﺎﺼﻳإو ﻢﻬﺗﺎﺒﻠﻃ ﺔﻴﺒﻠﺗو ءﻼﻤﻌﻟا  ﻞﺣو ﻢهاﻮﻜﺷ
ﻢﻬﻠآﺎﺸﻣ  .  
7.    ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا ءﻼﻤﻌﻠﻟ تﺎﻣﺪﺨﻟا  
1         2         3         4         5         6    مﺪﺨﻳ ﺎﻤﺑ ﻦﻳﺮﺧﻵا عﺎﻨﻗإ ﻲﻓ ﺔﺒﻏﺮﻟاو ةرﺪﻘﻟا
ﻞﻤﻌﻟا فاﺪهأ   .  
8.   ﻦﻳﺮﺧﻵا ﻲﻓ ﺮﻴﺛﺄﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا      319
1         2         3         4         5         6   ﺔﻗﻼﻌ  .  
ﻞﻤﻌﻟا ﻲﻓ ﺔﻴﻤ   دوﺪﺣ ﺔﻓﺮﻌﻣو ﻢﻴﻈﻨﺘﻟا ﺔﻟﺄﺴﻣ ﻢﻬﻔﺗ  ﻲﻓ تﺎﻴﺣﻼﺼﻟا 
ﻟا تاذ ىﺮﺧﻷا تﺎﻤﻈﻨﻤﻟا ﻲﻓ وأ ﺔﻤﻈﻨﻤﻟا
9.   ﻴﻈﻨﺘﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
1         2         3         4         5         6    ،ﺔ
10.   ﺑ ﻰﻠﻋ ةرﺪﻘﻟا ةﺪﻴﺟ تﺎﻗﻼﻋ ءﺎﻨ  
 
ﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا  ﺔﺒﻴﻃ تﻼﺻو ﺔﻗاﺪﺻ تﺎﻗﻼﻋ ءﺎ
ﻊﻣ ﻤﻈﻨﻤﻟا ﻊﻣ ًﺎﻴ ﻟ ﺎﺣ  نﻮﻠﻣﺎﻌﺘﻳ ﻦﻳﺬﻟا ﺔﻓﺎآ 
ﻢﻬﻌﻣ ﻞﻣﺎﻌﺘﻟا ﻊﻗﻮﺘﻤﻟا ﻚﻟﺬآو .  
1         2         3         4         5         6  
 ،
 ﺎﻤﺑ ﻢﻬ
ﻦ     ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ و ﻢﻴﻠﻌﺗ ﻢﻋﺪﻟ ﺔﻴﻘﻴﻘﺤﻟا ﺔﺒﻏﺮﻟا
ﺗارﺪﻘﻟ ﺐﺳﺎﻨﻤﻟا ﻲﺒﻳرﺪﺘﻟا ىﻮﺘﺴﻤﻟا رﺎﻴﺘﺧاو
ﻞﻤﻌﻟا ﺔﺟﺎﺣ مﺪﺨﻳ .  
 
11.   ﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6    داﺮ
  ﺪﺨﺘﺳا ،ﻢﺴﺤﻟا ،مﺰﺤﻟا  ﻞﻤﺤﺗ ،ﺔﻄﻠﺴﻟا ما
ﻓأ ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺮﻴﻳﺎﻌﻤﻟا ماﺰﺘﻟإ ،ﺔﻴﻟوﺆﺴﻤﻟا
ﻢﻬآﻮﻠﺳ ﻂﺒﺿو ﺔﻋﻮﻤﺠﻤﻟا .  
 
12.   ﻲﻬﻴﺟﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا
1         2         3         4         5         6  
 ، 13.   ا  ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰﻠﻋ ةرﺪﻘﻟ
ﻢﻬﻌﻣ نوﺎﻌﺘﻟا ﻰﻠﻋو ﻞﻤﻋ  
ﺎﻬﺗرادإو ﺔﻋﻮﻤﺠﻤﻟا ﻞﻤﻋ ﻞﻴﻬﺴﺗ ﻲﻓ مﺎﻬﺳﻹا
 ،ﻦﻳﺮﺧﻵا ﺰﻴﻔﺤﺗ ،تﺎﻋزﺎﻨﻟا ﺾﻓ ﻰﻠﻋ ةرﺪﻘﻟا
ﻞﻤﻌﻠﻟ ﺢﻟﺎﺻ خﺎﻨﻣ دﺎﺠﻳإ  .  
1         2         3         4         5         6  
ﺔﻋﻮﻤﺠﻣ وأ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻲﻓ ﺔﻋﺰﻨ   .  ﻞﻤﺤﺗ
 مﺎﻤﺘهﻹا ،ﺮﻴﺼﺒﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،ﺔﻴﻟوﺆﺴﻤﻟا
 ،ﺢﺿاو ﻞﻜﺸﺑ ﺔﻋﻮﻤﺠﻤﻟا فﺪه ﻢﻬﻓ ،ﻦﻴﺳوؤﺮﻤﻟﺎﺑ
ﻲﻋﺎﻤﺠﻟا ﻞﻤﻌﻠﻟ ﺰﻴﻔﺤﺘﻟا .  
ﻟا 14.   ﻤﻋ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا ﻞ    
1         2         3         4         5         6  
 ،ﻪﻟ ﺔﻧﻮﻜﻤﻟا ﻞﻴﺻﺎﻔﺘﻟا ﺪﻳﺪﺤﺘﺑ ﻒﻗﻮﻤﻟا ﻢﻬﻓ
 ،ﻲﻠﻤﻌﻟا وأ ﻲﻘﻴﺒﻄﺘﻟا ءﺎآﺬﻟا ،ﺮﻴﻜﻔﺘﻟا ﻲﻓ ﺔﻴﻘﻄﻨﻤ
 ﺔﻴﺠﻬﻨﻤﻟا ،تﻼﻜﺸﻤﻟا ﻞﻴﻠﺤﺗ ،ﻂﻴﻄﺨﺘﻟا تارﺎﻬﻣ
ﻞﻤﻌﻟا ﻲﻓ  .  
 
15.   ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘﻟا  
ﻟا
1         2         3         4         5         6  
ﻰﻠﻋ ةرﺪﻘﻟا  ﺮﻴﻜﻔﺘﻟا  ،ﺔﻨﻄﻔﻟا ،رﻮﻣﻷا رﻮﺼﺗ  16.    رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا  
 ثاﺪﺤﺘﺳا ﻰﻠﻋ ةرﺪﻘﻟا ،ﻞآﺎﺸﻤﻟا ﺪﻳﺪﺤﺗ ،يﺪﻘﻨﻟا
رﻮﻣﻷا ﻦﻴﺑ ﻂﺑﺮﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تﺎﻴﺿﺮﻔﻟا .  
1         2         3         4         5         6  
 ﺺﺼﺨﺘﻟﺎﺑ ﺔﻠﺼﻟا تاذ ةرﺎﻬﻤﻟاو ﺔﻓﺮﻌﻤﻟا  )  لﺎﺠﻣ
 ﻞﻤﻌﻟا (  ﺢﻨﻣ ،ةﺮﺒﺨﻟا بﺎﺴﺘآﻻ ﻲﻌﺴﻟا ،  ةﺮﺒﺨﻟا
ﻦﻳﺮﺧﻶﻟ .  
17.   ﺔﻴﻠ ﻌﻟا ةﺮﺒﺨﻟا   ﻤ
1         2         3         4         5         6  
(  ،طﻮﻐﻀﻟا ﺔﻣوﺎﻘﻣ ،
 ءﺎآﺬﻟا ﻦﻣ ﺔﻴﻟﺎﻋ ﺔﺟرد ،ءوﺪﻬﻟاو يوﺮﺘﻟا
 ﻪﻔﻃاﻮﻋ ﻢﻬﻓ ﻰﻠﻋ ﺺﺨﺸﻟا
18.   ﻨﻟا ﻂﺒﺿ  ﻞﻤﺤﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ) ﺪﻠﺠﻟا ﺲﻔ  
ﻲﻔﻃﺎﻌﻟا  )  ةرﺪﻗ
ﻟاو ﻦﻳﺮﺧﻵا ﻒﻃاﻮﻋو ﻢﻬﻔﻟا اﺬﻬﻟ ًﺎ ﻘ ﻓ و  فﺮﺼﺘ (   ،
ﻞﻴﻠﻀﺘﻟاو تاءاﺮﻏﻻا ﺔﻣوﺎﻘﻣ  ﻰﻠﻋ ةرﺪﻘﻟا ﻪﻟ ،
ﻦﻳﺮﺧﻵا ﺔﺋﺪﻬﺗ .  
1         2         3         4         5         6    ﻞﺒﻘﺗ ،ﻢﺴﺤﻟا ،تاﺬﻟا ﻰﻠﻋ دﺎﻤﺘﻋﻻا ،تﻻﺎ
ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺣ .  
19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا    ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺔﻴﺗاﺬﻟا تارﺪﻘﻠﻟ يﻮﻘﻟا ﻢﻬﻔﻟا
ﻌﻔﻧﻻا
1         2         3         4         5         6    ﺔﻈﻓﺎﺤﻤﻟا ،رﻮﻣﻸﻟ ﺔﻴﻋ
 ﻒﻗاﻮﻤﻟا ءازإ ﺔﻧوﺮﻤﻟا ،ﺔﻴﻋﻮﺿﻮﻤﻟا ﻰﻠﻋ
ﻒﻗﻮﻤﻟا ﻪﻴﻠﻤﻳ ﺎﻤﺑ فﺮﺼﺘﻟا ،ﺔﻔﻠﺘﺨﻤﻟا  .  
ﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ﻊﻣ ﻒﻴﻜ
ﻮﺿﻮﻤﻟا ةﺮﻈﻨﻟا ،ﺮﻴﻴﻐﺘﻟا
 ﻰﻠﻋ ةرﺪﻘﻟا ،تاﺪﺠﺘﺴﻤﻟا 
 
20.   ﺔﻧوﺮﻤﻟا  
1         2         3         4         5         6   ﻟا ،ﺔﻴﻠﻤﻌﻟا ﺔﻴﻠﻘﻌﻟا  ﻲﻓ تﺎﻗﺎﻄﻟا ﺔﻓﺎآ لﺬﺑو ﻲﻧﺎﻔﺘ
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا    ،ﺔﻤﻈﻨﻤﻟا ﺔﻣﺪﺨﻟ ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ
ﻞﻤﻌﻟا .  
1         2         3         4         5         6    ﺔﻠﺻاﻮﻣ ،ةدﺪﺤﻤﻟا تﻼﻜﺸﻤﻟا ﻞﺣ ﻲﻓ ﺔﻴﻠﻋﺎﻔﻟا
ﻩزﺎﺠﻧإ ﻰﺘﺣ ﻞﻤﻌﻟا .  
تﻼﻜ   22.   ﺸﻤﻟا ﻞﺣ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6   إ ،ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ ﻰﻠﻋ ةرﺪﻘﻟا  ةراد
ﺔﻴﻠﻋﺎﻓو ةءﺎﻔﻜﺑ مﺎﻬﻤﻟا زﺎﺠﻧإ ،ﺔﻴﻠﻋﺎﻔﺑ ﺖﻗﻮﻟا .  
 ﻪﺴﻔﻨﻟ 
   
23.   ﻂﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﺔﻴﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو
1         2         3         4         5         6    ﺔﻳﻮﻴﺤﻟا ،ﻞﻤﻌﻟا ءادأ ﺔﻴﻧﺎﻜﻣﻹ ﻲﺑﺎﺠﻳﻹا ﻪﺟﻮﺘﻟا
ﻞﻤﻌﻠﻟ ﻢﺋاﺪﻟا داﺪﻌﺘﺳﻻا ،ﺔﺳﺎﻤﺤﻟا ،طﺎﺸﻨﻟاو ﺔﻣﺎﺘﻟا .  
24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا  
1          2         3         4         5         6    ﺐﺳﺎﺤﻟا ﺞﻣاﺮﺑ ﻦﻣ دﺪﻋ ﻞﻴﻐﺸﺗ ﻰﻠﻋ ةرﺪﻘﻟا
تﺎﻣﻮﻠﻌﻤﻟا ةرادإ ﺞﻣاﺮﺒﺑ ﺔﻳارد ﻰﻠﻋ ،ﻲﻟﻵا .  
ﻲﻟﻵا ﺐ   25.   ﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻹا    320
1         2         3         4         5         6  
 ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا داﺪﻋﺈﺑ ﺔﻘﻠﻌﺘﻤﻟا تارﺎﻬﻤﻟا ﻪﻳﺪﻟ
 ماﺪﺨﺘﺳﻻا ﻞﺜﻣ ﺎﻬﻟﺎﺳرإو  ﺪﻳﺮﺒﻠﻟ ﺢﻴﺤﺼﻟا
 ﺮﻳرﺎﻘﺘﻟا ،ﺔﻴﻠﺧاﺪﻟا تاﺮآﺬﻤﻟا ﺔﺑﺎﺘآو ،ﻲﻧوﺮﺘﻜﻟﻹا
ءﻼﻤﻌﻟا ﻞﺋﺎﺳرو ،ﺔﻴﺟرﺎﺨﻟاو ﺔﻴﻠﺧاﺪﻟا .  
  26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا  
1         2         3 ﺔﺑﺎﺘآو ًﺎﺛ ﺪﺤﺗ  ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ةدﺎﺟإ   مﺎﻋ ﻞﻜ (           4         5         6   27.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺸﺑ
1         2  ﻲﻓ عﻮﻗﻮﻟا ﺐﻨﺠﺗو ،ﻢﻴﻗﺮﺘﻟا تﺎﻣﻼﻋ ماﺪﺨﺘﺳا         3         4          5         6  
 ةﺎﻋاﺮﻣ ،تﺎﻔﻠﻤﻟاو تاﺮآﺬﻤﻟا ،ﻞﺋﺎﺳﺮﻟا ﺔﺑﺎﺘآ
 ةدﺎﺟإ ،ﺔﺑﺎﺘﻜﻟا ﺪﻨﻋ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ﺪﻋاﻮﻗ
ﺔﻴﺋﻼﻣﻹا ءﺎﻄﺧﻷا .  
28.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺘﻜﻟا (   ﺔﺑﺎ
1         2         3         4         5         6   ﺘﺳا ،حﻮﺿﻮﺑ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ثﺪﺤﺗ  ماﺪﺨ
ﻞﻤﻌﻟا ﺔﺌﻴﺑ ﻲﻓ ﺔﺒﺳﺎﻨﻤﻟاو ﺔﻘﺋﻼﻟا تارﺎﺒﻌﻟا .  
ًﺎﺛ ﺪ (   29.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺤﺗ
1         2         3         4         5         6    ﺖﻗﻮ
دﺪﺤﻤﻟا ﺔﻤﻈﻨﻤﻟا ﺪﻴﻔﻳ ﺎﻤﺑ ﻞﻤﻌﻟا ﺖﻗو لﻼﻐﺘﺳاو ، .  
30.   و ﺔﻓﺮﻌﻣ ﺎﺑ مﺎﻤﺘهﻻا ﻟا ﻲﻓ فاﺮﺼﻧﻻاو رﻮﻀﺤﻟ ﻞﻤﻌﻟا ﺖﻗو ﺔﻤﻴﻗ ﺮﻳﺪﻘﺗ  
1         2         3         4          5         6  
ﺨﺗ ﻲﺘﻟا رﻮﻣﻷا ﻦﻋ ثﺪﺤﺘﻟا مﺪﻋ
 وأ ﺔﻤﻈﻨﻤﻟﺎﺑ رﺮﺿ قﺎﺤﻟا ﻰﻟا ﺎهﺮﺸﻧ يدﺆﻳو
ﺎﻬﺤﻟﺎﺼﻣ ﻰﻠﻋ ًﺎﺒ ﻠ ﺳ ﺮﺛﺆﻳ .  
31.   ﻞﻤﻌﻟا راﺮﺳأ ا    ﻞﻤﻌﻟا ﺺ  ﻰﻠﻋ ﺔﻈﻓﺎﺤﻤﻟ
    ﻳأ  ﺎﺿإ ﻰﺟﺮﻳ ﺔ  ﺎﻬﻧوﺮﺗ ىﺮﺧأ تﺎﻳﺎﻔآ 
قﺎﻴﺴﻟا اﺬه ﻲﻓ  .  
ﺔﻓ
ﺔﺒﺳﺎﻨﻣ
1         2         3         4         5         6     
 
1         2          3         4         5         6     
 




ﺚﻟﺎﺜﻟا ءﺰﺠﻟا   :    ﺔﻴ هﻷا ﺚﻴﺣ ﻦﻣ تﺎﻳﺎﻔﻜﻟا ﻲﻋﻮﻧ ﻦﻴﺑ ﺔﻧرﺎﻘﻤﻟا  
 
 ﻰﻟا ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻒﻨﺼُ ﺗ  ) Soft  (   و  ) Hard   .(   دﺪﺣ     ﻦﻣ ﺔﻴﻤهأ ﺮﺜآأ تﺎﻳﺎﻔﻜﻟا ﻲﻔﻨﺻ ﻦﻣ يأ
ا ﻲﺠﻳﺮﺨﻟ ﻞﻤﻌﻟا ﻲﻓ ىﺮﺧﻷا       ؟ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺎهﻮﺳراد ﻰﻘﻠﺘﻳ ﻲﺘﻟا ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟ  )    
 حﺎﺘﻤﻟا غاﺮﻔﻟا ﻲﻓ ﺐﺒﺴﻟا ﺮآذأ ﻢﺛ ، ﻊﺑﺮﻤﻟا ﻲﻓ ﺮﺷأ .(  
 
(Soft Competencies)    
 ﺎهرﺎﺛﺁ ﺮﻬﻈﺗ ﺔﻴﺗاذ تﺎﻔﺻ ﻲه –  ًﺎﺒ ﻟ ﺎﻏ   -  ﻰﻤﺴﺗ ﺎﻬﻧأ ﻰﺘﺣ ، ﻦﻳﺮﺧﻵا ﻊﻣ ﻞﻣﺎﻌﺘﻟا ﺪﻨﻋ   ) ﺒﻟا تارﺎﻬﻤﻟا  ﺔﻳﺮﺸ  (  ،  )
 لﺎﺼﺗﻻا تارﺎﻬﻣ (  ﻚﻟﺬآ ﻰﻤﺴﺗو ،  )  تﺎﻬﺟﻮﺘﻟا   .( ﺎﻬﺑﺎﺴﺘآاو ﺎﻬﺳﺎﻴﻗ ﺔﺑﻮﻌﺼﺑ تﺎﻳﺎﻔﻜﻟا ﻩﺬه  ﺘﺗو   .  ﺔﻠﺜﻣﻷا ﻦﻣ
ﺎﻬﻴﻠﻋ   : ةدﺎﻴﻘﻟا ، زﺎﺠﻧﻻا ﻰﻟا ﺔﻋﺰﻨﻟا ، ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا  .  )     ﺔﻠﺜﻣأ ﻰﻠﻋ فﺮﻌﺘﻠﻟ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻤﺋﺎﻗ ﻊﺟ
 عﻮﻨﻟا اﺬﻬﻟ ىﺮﺧأ .(  
 
(Hard Competencies)    
ﺎﻬﺳﺎﻴﻗو ﺎﻬﻤﻠﻌﺗ ﻞﻬﺴﻟا ﻦﻣو  ،ﺎﻬﺑﺎﺴﺘآﻻ ﺔﻓﺮﻌﻤﻟا ﻦﻣ ًﺎﻴ ﻓ ﺎآ  ًا ر ﺪﻗ  ﺐﻠﻄﺘﺗ ﺎﻣ ةدﺎﻋ ﺔﻳرﺎﻬﻣو ﺔﻴﻤﻠﻋ تﺎﻔﺻ ﻲه   . ﻣ
ﺎﻬﻴﻠﻋ ﺔﻠﺜﻣﻷا   : ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ةدﺎﺟا ، ﻲﻟﻵا ﺐﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻻا ، ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا ءاﺮﺟا ﻰﻠﻋ ةرﺪﻘﻟا




































---------------------- ----------------------------------  
 
 
ﻊﺑاﺮﻟا ءﺰﺠﻟا   :   ﻦﻴﺠﻳﺮﺨﻟا ىﺪﻟ ﺮﻳﻮﻄ جﺎﺘﺤﺗ ﻲﺘﻟا ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا  
 
   ﻖﺑﺎﺴﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ ﻲﻠﺴﻠﺴﺗ ﻢﻗر كﺎﻨه  )  ًﻼﺜﻣ 1  . ا ﻰﻟإ ﺔﻋﺰﻨﻟا  ؛ زﺎﺠﻧﻹ 24  .  








 ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا   .( ﻦﻣ
 .  ﺲﻤﺧ مﺎﻗرأ ﻩﺎﻧدأ لوﺪﺠﻟا ﻲﻓ ﻞﺧدأ
  ﻦﻜﻣأ نإ بﺎﺒﺳﻷا ﺮآذ ﻊﻣ ،ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةراد .  
 






















































Code No. (      )  
  ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا  يﺰﻳﺰﻋ  
ﻪﺗﺎآﺮﺑ   ﻟا .  
ﻓ ﺚﺤﺑ ﻦﻣ ءﺰ ﻻ  ﺞﻣاﺮﺑ ﺔﻴﻟﺎﻌﻓ ىﺪﻣ عﻼﻄﺘﺳا ﻰﻟإ فﺪﻬﻳو ،ﻢﻴﻠﻌﺘﻟا لﺎﺠﻣ ﻲﻓ ﺎﻴﻠﻌﻟا تﺎﺳارﺪﻟا ﻲ
 ﺐﻳرﺪﺘﻟا  ﺞﻣاﺮﺑو ﺔﻣﺎﻌﻟا ﺔﻳداﺪﻋﻹا ﺞﻣاﺮﺒﻟا ﻲﻓ يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺳ
ﻓ ﻷا عﺎﻄﻘ ا  ﺮﻳﻮﻄﺗ ﻲﻓ  ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤهﻷ ﻦﻴﺳراﺪﻟا كاردإ ىﺪﻣ
مﻮﻴﻟا ﻞﻤﻌﻟا قﻮﺳ ﻲﻓ ﺔﺑﻮﻠﻄﻤﻟا ﺔﻣﺎ .  
   ﻢﻴﻠﻌﺘﻟاو ، ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻞﻘﺣ ﻲﻓ ً اﺪﻳﺪﺤﺗو راﻮﺤﻠ
ﻴﺒﺘﺳﻻا اﺬه ﺔﺌﺒﻌﺗ ﻲﻓ ﻚﺘآرﺎﺸﻣ ﻚﻟ رﺪﻘﻧ ﺔﻠﻣﺎآ ﺔﻳﺮﺴﺑ ﻞﻣﺎﻌﺘﺳ تﺎﺑﺎﺟﻻا ﻊﻴﻤﺟ نأ ﻖﺛو ، نﺎ   .  
  ﺔﻴ  :  )  ﺔﺤﻴﺤﺼﻟا ﺔﺑﺎﺟﻻا ﻢﻗر لﻮﺣ ةﺮﺋاد ﻊﺿ (  
 
ءﺎﻀﻋأ ﺺﺋﺎﺼﺧ ﺢﺿ ا ﻦﻣ ءﺰﺠﻟا اﺬه ﻲﻓ ﺎﻬﻌﻤﺟ ﻢﺘﻳ ﻲﺘﻟا   ﺔ
ﺎﻬﺘﺌﺒﻌﺘﺑ اﻮﻣﺎﻗ ﻦﻳﺬﻟا ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ .  
 
 س 1 .   ؟كﺮﻤﻋ ﻎﻠﺒﻳ ﻢآ
5.    ﻦﻣ ﻞﻗأ
30  
7.   31   -   35  
8.   36   -   40  
9.   41   -   45  
  46   –   50
11.    ﻦﻣ ﺮﺜآأ 0
؟ﻚ  
1.   يدﻮﻌﺳ  
2.    ﻲﺑﺮﻋ  ) ﺣ .  
 ﻲ  )
4.   ﻲﻜﻳﺮﻣأ  
 ىﺮﺧ --
 س 3 .   ﺗ ﻞهﺆﻣ ﻰﻠﻋأ ﺎﻣ
6.   ةارﻮﺘآﺪﻟا  
7.   ﺮﻴﺘﺴﺟﺎﻤﻟا
8.   ﺎﻌﻟا مﻮﻠﺑﺪﻟا
9.   ﻮﻳرﻮﻟﺎﻜﺒﻟا
 ى --
 يﺬﻟا 
ﻌﻟا ة ---  
 ﺔﺒﺳ ﺤﻤﻟا
6.   ﺐﺳﺎﺤﻟا   ا
ءﺎﺼ  
ﻟا ةرادﻹا
9.   ﺴﻤﻟا ةرادإ
10.   ﻮﻤﻟا ةرادإ
ﺠﻧﻹا ﺔﻐﻠﻟ
و تﺎﺒﺘﻜﻤ
13.   ﻷا عﺎﻄﻘﻟا





ﻢﻴﺣﺮﻟا ﻦﻤﺣﺮﻟا ﷲا ﻢﺴﺑ  
ﺪﻬﻌﻣ عﺮﻔﺑ ﺲﻳرﺪﺘﻟا ﺔﺌﻴه ﻮﻀﻋ 
و ﷲا ﺔﻤﺣرو ﻢﻜﻴﻠﻋ مﻼﺴ
ﻞﺜﻤﻳ نﺎﻴﺒﺘﺳ ا اﺬه ﺟ 
 تﺎآﺮﺸﻟاو تﺎﺴﺳﺆﻤﻟا ﺾﻌﺑ ﺎﻬﻣﺪﻘﺗ ﻲﺘﻟا ﻲﻧوﺎﻌﺘﻟا - راﺪﻟ  
 ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﻲ  ﻲﻠه -    ﻟ
ﻌﻟا
ﻟ ًﻻ ﺎﺠﻣ  ﺊﻴﻬﺘﺳ ﺎﻬﺑ ﺔﻠﺼﺘﻤﻟا تﺎﺳارﺪﻟاو ﺔﺳارﺪﻟا ﻩﺬه ﺞﺋﺎﺘﻧ
ﺔﻳﺮﺸﺒﻟا دراﻮﻤﻟاو ،ﻲﻧوﺎﻌﺘﻟا .  
 ﻰﻟا ﻪﺗدﺎﻋإو نﺎﻴﺒﺘﺳﻻا لﺎﻤآﺈﺑ مﺮﻜﺘﻟا ﻞﻣﺁ   تارﺎﺸﺘﺳﻻاو ثﻮﺤﺒﻟا ةرادا  
 
لوﻷا ءﺰﺠﻟا   : ﻓاﺮﻏﻮﻤﻳﺪﻟا تﺎﻧﺎﻴﺒﻟا
ﻮﺗ ﺔﻧﺎﺒﺘﺳﻹ تﺎﻣﻮﻠﻌﻤﻟا ﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﻲﻓ ﺲﻳرﺪﺘﻟا ﺔﺌﻴه 
 
25  
6.   25   -  
10.  
5 ًﺎﻣ ﺎﻋ    
 س 2 .   ﺘﻴﺴﻨﺟ ﺎﻣ
 ﺪﻠﺒﻟا دﺪ  ( ------------------------------
3.   ﺑوروأ ﺒﻟا دﺪﺣ  ﺪﻠ  ( --------------------------- .  





10.   ﺮﺧأ
 س 4 .   عﺎﻄﻘﻟا ﺎﻣ
----------------------------------  
؟ً ﺎﻴﻟﺎﺣ ﻪﻟ ﻞﻤﻌﺗ  
4.   رادﻹا
5.   ﺎ
ﺔﻣﺎ    )  ا دﺪﺣ  ﺺﺼﺨﺘﻟ  ( ----------------------
 
ﻲﻟﻵ    
7.   ﺣﻻا
8.                  ﺔﻴﺒﺘﻜﻤ  
تﺎﻴﻔﺸﺘ  
دا  
11.   ا
12.   ﻟا
ﺔﻳﺰﻴﻠ    
تﺎﻣﻮﻠﻌﻤﻟا  
ﻲﻠه  
  ------------------------- (    323




ًﻻ ﺎﻤ  
 
 
 س 6 .          ﻚﻗﺎﺤﺘﻟا ﺬﻨﻣ ﺎﻬﻳدﺆﺗ ﻲﺘﻟا ﺲﻳرﺪﺘﻟا تﺎﻋﺎﺳ ﻦﻣ ﺮﺒآﻷا ﺐﻴﺼﻨﻟﺎﺑ ﺮﺛﺄﺘﺴﻳ  ﻣاﺮﺒﻟا ﺔﻤﺋﺎﻗ ﻦﻣ
 ؟ﺪﻬﻌﻤﻟﺎﺑ    
1.   ﺴﻤﻟا ةرادا
2.    ﺮﻴﺗﺮﻜﺴﻟا
3.    ﺔﺒﺳﺎﺤﻤﻟا
4.   تﺎﻌﻴﺒﻤﻟا  
ﺐﺳ  
6.    ﻖﺒﺴﻳ ﻢﻟ
 
ﻲﻧﺎﺜﻟا ءﺰﺠﻟا   : أ ﺔﺟرد
 
          ﻲﻓ ﺎﻬﺘﻴﻤهأ ﺔﺟرد دﺪﺣ ﻢﺛ ،ﺎﻬﺗﺎﺒﻠﻄﺘﻣو ﺎهدﺎﻌﺑأ كار ا أﺮﻗا ﻚﻠﻀﻓ ﻦﻣ
ﻟا   ﻲﻟﺎﺤﻟا ﺖﻗﻮﻟا ﻲﻓ ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةر  مﻮﻠﺑﺪﻟا ﻲﺠﻳﺮﺨﻟ ﻞﻤﻌ .  )     ﻊﺿ
 ﻦﻣ ﻢﻗﺮﻟا لﻮﺣ ةﺮﺋاد 1  ﻰﻟإ 
B ﺔﻴﻤهﻷا ﺔﺟرد  
B ًا ﺪ ﺟ  ﻢﻬﻣ           ﻢﻬﻣ ﺮﻴﻏ B B ﺔﻳﺎﻔﻜﻟا B
                                             ﺪﻬﻌﻤﻟا ﻲﻓ 
يﺬﻟا ﺞﻣﺎﻧﺮﺒﻟا دﺪﺣ ﻩﺎﻧدأ ﺞ
           ﺟإ       
تﺎﻴﻔﺸﺘ  
     يﺬﻴﻔﻨﺘﻟا             
ﺔﻳرﺎﺠﺘﻟا  
ﻲﻟﻵا  
ﺔﻘﺑﺎﺴﻟا ﺞﻣاﺮﺒﻟا ﻦﻣ يأ ﻲﻓ ﺲﻳرﺪﺘﻟا ﻲﻟ  
5.   ﺎﺤﻟا
 
  ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤه  
دﻹ ﻲﻟﺎﺘﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ ﻞﺑﺎﻘﻤﻟا ﻒﺻﻮﻟ
ادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا يﻮﻧﺎﺜﻟا قﻮﻓ
6  ﺔﻳﺎﻔآ ﻞﻜﻟ  (  
B ﻒﺻﻮﻟا B                               
1         2         3          4         5         6  
 ﻰﻟإ لﻮﺻﻮﻟا ﻮﺤﻧ ﻲﻌﺴﻟاو  ،مﺎﻬﻤﻟﺎﺑ مﺎﻴﻘﻟا
 ﺮﻴﺛﺄﺘﻟا ،ﺔﺴﻓﺎﻨﻤﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،رﺎﻜﺘﺑﻻا ،ﺞﺋﺎﺘﻨﻟا
 ماﺰﺘﻟﻻا ،ﻦﻳﺮﺧﻵا
 ﻲﻓ
ةءﺎﻔﻜﻟا ،ﺮﻴﻳﺎﻌﻤﻟﺎﺑ .  
زﺎﺠﻧ   1.   ﻹا ﻰﻟإ ﺔﻋﺰﻨﻟا
1         2         3         4         5         6    ﻦﻋ ﺪﻌﺒﻟا ،حﻮﺿﻮﻟﺎﺑ مﺎﻤﺘهﻻا ،ءادﻷا ﺔﺒﻗاﺮﻣ
ﻬﺑﻹا ضﻮﻤﻐﻟاو مﺎ  . رﻮﻣﻷا ﺔﻌﺑﺎﺘﻣ  .  
2.   ﻟﺎﺑ ماﺰﺘﻟﻻا  ﺔﻗﺪﻟاو ةدﻮﺠﻟاو مﺎﻈﻨ
ﻞﻤﻌﻟا ﻲﻓ  
1         2         3         4         5         6     3.   ةردﺎﺒﻤﻟا حور   رﺎﻤﺜﺘﺳا ،ﺔﻟﻮﻬﺴﺑ مﻼﺴﺘﺳﻻا مﺪﻋ ،ةﺮﺑﺎﺜﻤﻟا 
ﺔﺣﺎﺘﻤﻟا صﺮﻔﻟا .  
1         2         3         4         5         6    تﺎﻣﻮﻠﻌﻤﻟا ﻰﻠﻋ لﻮﺼﺤﻟا ﻰﻠﻋ ةرﺪﻘﻟا  ﻦﻣ
ةدﺪﻌﺘﻣ ردﺎﺼﻣ .  
4.   ﺤﺒﻟا ﻰﻠﻋ ةرﺪﻘﻟا  ﻦﻋ ﺚ
تﺎﻣﻮﻠﻌﻤﻟا  
1         2         3         4         5         6  
 ،ﻢﻬﻟ ﺪﻴﺠﻟا عﺎﻤﺘﺳﻻاو ﻦﻳﺮﺧﻵا ﻊﻣ 




ﻦﻳﺮﺧﻵا ﺮﻋﺎﺸﻣ  .  
  5.   ﻦﻳﺮﺧﻵا ﻊﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ
1         2         3         4         5         6    ﻢﺗ ﺎﻤﻣ ﺔﻴﻠﻤﻌﻟا ةدﺎﻔﺘﺳﻻا ،ﻢﻠﻌﺘﻠﻟ ﺔﻴﻠﺑﺎﻘﻟاو ﺔﺒﻏﺮﻟا
ﻪﻤﻠﻌﺗ .  
6.   ﻌﺘﻟا ﻲﻓ ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا ﻢﻠ  
1         2         3         4         5         6  
 ﺲﻤﻠﺗو ﺔﻠﺑﺎﻘﻤﻟ ﻲﻓﺎﺿإ ﺪﻬﺟ لﺬﺑ ﻰﻠﻋ ةرﺪﻘﻟا
 تارﺎﺴﻔﺘﺳا ﺔﺑﺎﺟﺈﺑ مﺎﻤﺘهﻻا ،ءﻼﻤﻌﻟا تﺎﺟﺎﻴﺘﺣا
ﺼﻳإو ﻢﻬﺗﺎﺒﻠﻃ ﺔﻴﺒﻠﺗو ءﻼﻤﻌﻟا  ﻞﺣو ﻢهاﻮﻜﺷ لﺎ
ﻢﻬﻠآﺎﺸﻣ  .  
7.    ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا
ءﻼﻤﻌﻠﻟ  
 تﺎﻣﺪﺨﻟا
1         2         3         4         5         6   ﻦﻳﺮﺧﻵا     مﺪﺨﻳ ﺎﻤﺑ ﻦﻳﺮﺧﻵا عﺎﻨﻗإ ﻲﻓ ﺔﺒﻏﺮﻟاو ةرﺪﻘﻟا
ﻞﻤﻌﻟا فاﺪهأ   .  
8.   ﻲﻓ ﺮﻴﺛﺄﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6   ﺣ ﺔﻓﺮﻌﻣو ﻢﻴﻈﻨﺘﻟا ﺔﻟﺄﺴﻣ ﻢﻬﻔﺗ  تﺎﻴﺣﻼﺼﻟا دوﺪ
ﺔﻗﻼﻌﻟا تاذ ىﺮﺧﻷا تﺎﻤﻈﻨﻤﻟا ﻲﻓ وأ ﺔﻤﻈﻨﻤﻟا  .  
 ﻲﻓ 9.    ﻲﻓ ﺔﻴﻤﻴﻈﻨﺘﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
ﻞﻤﻌﻟا  
1         2         3         4         5         6  
 ﺔﺒﻴﻃ ت
 ،ﺔﻤﻈﻨﻤﻟا
  ﻼﺻو ﺔﻗاﺪﺻ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا
 ﻊﻣ ًﺎﻴ ﻟ ﺎﺣ  نﻮﻠﻣﺎﻌﺘﻳ ﻦﻳﺬﻟا ﺔﻓﺎآ ﻞآ ﻊﻣ
ﻢﻬﻌﻣ ﻞﻣﺎﻌﺘﻟا ﻊﻗﻮﺘﻤﻟا ﻚﻟﺬآو .  
10.   ةرﺪﻘﻟا ةﺪﻴﺟ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ 
 
1         2         3         4         5         6  
 ،
 ﺎﻤﺑ
11.   ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا     ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ و ﻢﻴﻠﻌﺗ ﻢﻋﺪﻟ ﺔﻴﻘﻴﻘﺤﻟا ﺔﺒﻏﺮﻟا
 ﻢﻬﺗارﺪﻘﻟ ﺐﺳﺎﻨﻤﻟا ﻲﺒﻳرﺪﺘﻟا ىﻮﺘﺴﻤﻟا رﺎﻴﺘﺧاو
ﻞﻤﻌﻟا ﺔﺟﺎﺣ مﺪﺨﻳ .  
 
1         2         3         4         5         6  
،ﻢﺴﺤﻟا ،مﺰﺤﻟا  ﻞﻤﺤﺗ ،ﺔﻄﻠﺴﻟا ماﺪﺨﺘﺳا 
 داﺮﻓأ ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺮﻴﻳﺎﻌﻤﻟا ماﺰﺘﻟإ ،ﺔﻴﻟوﺆﺴﻤﻟا
ﻢﻬآﻮﻠﺳ ﻂﺒﺿو ﺔﻋﻮﻤﺠﻤﻟا .  
 
12.   ﻲﻬﻴﺟﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا      324
1         2         3         4         5         6  
 ،ﺎﻬﺗرادإو ﺔﻋﻮﻤﺠﻤﻟا ﻞﻤﻋ ﻞﻴﻬﺴﺗ ﻲﻓ مﺎﻬﺳﻹا
 ،ﻦﻳﺮﺧﻵا ﺰﻴﻔﺤﺗ ،تﺎﻋزﺎﻨﻟا ﺾﻓ ﻰﻠﻋ ةرﺪ
ﻌﻠﻟ ﺢﻟﺎﺻ خﺎﻨﻣ دﺎﺠﻳإ ﻞﻤ  .  
  ﻘﻟا
13.    ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰﻠﻋ ةرﺪﻘﻟا
ﻢﻬﻌﻣ نوﺎﻌﺘﻟا ﻰﻠﻋو ﻞﻤﻋ
1         2         3         4         5         6  
ﺔﻋﻮﻤﺠﻣ وأ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻲﻓ ﺔﻋﺰﻨ   .  ﻞﻤﺤﺗ
 مﺎﻤﺘهﻹا ،ﺮﻴﺼﺒﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،ﺔﻴﻟوﺆﺴﻤﻟا
 ،ﺢﺿاو ﻞﻜﺸﺑ ﺔﻋﻮﻤﺠﻤﻟا فﺪه ﻢﻬﻓ ،ﻦﻴﺳوؤﺮﻤﻟﺎﺑ
ﻲﻋﺎﻤﺠﻟا ﻞﻤﻌﻠﻟ ﺰﻴﻔﺤ .  
1   ﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا ﻞﻤﻋ ﻖﻳﺮ     ﻟا
ﺘﻟا
4.
1         2         3         4         5         6  
 ،ﻪﻟ ﺔﻧﻮﻜﻤﻟا ﻞﻴﺻﺎﻔﺘﻟا ﺪﻳﺪﺤﺘﺑ ﻒﻗﻮﻤﻟا ﻢﻬﻓ
 ،ﻲﻠﻤﻌﻟا وأ ﻲﻘﻴﺒﻄﺘﻟا ءﺎآﺬﻟا ،ﺮﻴﻜﻔﺘﻟا ﻲﻓ ﺔﻴﻘﻄﻨﻤﻟا
1   ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘﻟا  
 ﺔﻴﺠﻬﻨﻤﻟا ،تﻼﻜﺸﻤﻟا ﻞﻴﻠﺤﺗ ،ﻂﻴﻄﺨﺘﻟا تارﺎﻬﻣ
ﻞﻤﻌﻟا ﻲﻓ  .  
 
5.
1         2         3         4         5         6  
ﺪﻘﻟا  ﺮﻴﻜﻔﺘﻟا  ،ﺔﻨﻄﻔﻟا ،رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةر
 ثاﺪﺤﺘﺳا ﻰﻠﻋ ةرﺪﻘﻟا ،ﻞآﺎﺸﻤﻟا ﺪﻳﺪﺤﺗ ،يﺪﻘﻨﻟا
ﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تﺎﻴﺿﺮﻔﻟا
 رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ  
رﻮﻣﻷا ﻦﻴﺑ ﻂﺑﺮ .  
16.    ةرﺪﻘﻟا
1         2         3         4         5         6  
 ﺺﺼﺨﺘﻟﺎﺑ ﺔﻠﺼﻟا تاذ ةرﺎﻬﻤﻟاو ﺔﻓﺮﻌﻤﻟا  )  لﺎﺠﻣ
ةﺮﺒﺨﻟا ب  ةﺮﺒﺨﻟا ﺢﻨﻣ ،
17.   ﺔﻴﻠﻤﻌﻟا ةﺮﺒﺨﻟا  
 ﻞﻤﻌﻟا ( ﺎﺴﺘآﻻ ﻲﻌﺴﻟا ،
ﻦﻳﺮﺧﻶﻟ .  
1         2         3         4         5         6   ﻢﻬﻔﻟا اﺬﻬﻟ ًﺎ ﻘ ﻓ و  فﺮﺼﺘﻟاو ﻦﻳﺮﺧﻵا ﻒﻃاﻮﻋو (   ،
او تاءاﺮﻏﻻا ﺔﻣوﺎﻘﻣ  ﻰﻠﻋ ةرﺪﻘﻟا ﻪﻟ ،ﻞﻴﻠﻀﺘﻟ
18.   ﺲﻔﻨﻟا ﻂﺒﺿ    ﻞﻤﺤﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ) ﺪﻠﺠﻟا (  ،طﻮﻐﻀﻟا ﺔﻣوﺎﻘﻣ ،
 ءﺎآﺬﻟا ﻦﻣ ﺔﻴﻟﺎﻋ ﺔﺟرد ،ءوﺪﻬﻟاو يوﺮﺘﻟا
ﻲﻔﻃﺎﻌﻟا  )  ﻪﻔﻃاﻮﻋ ﻢﻬﻓ ﻰﻠﻋ ﺺﺨﺸﻟا ةرﺪﻗ
ﻦﻳﺮﺧﻵا ﺔﺋﺪﻬﺗ .  
1         2         3         4         5         6  
 ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺔﻴﺗاﺬﻟا تارﺪﻘﻠﻟ يﻮﻘﻟا ﻢﻬﻔﻟا
 ﻞﺒﻘﺗ ،ﻢﺴﺤﻟا ،تاﺬﻟا ﻰﻠﻋ دﺎﻤﺘﻋﻻا ،تﻻﺎﻌﻔﻧﻻا
ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺣ .  
19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا  
1         2         3         4         5         6    ﻒﻗاﻮﻤﻟا ءازإ ﺔﻧوﺮﻤﻟا ،ﺔﻴﻋﻮﺿﻮﻤﻟا ﻰﻠﻋ
ﻒﻗﻮﻤﻟا ﻪﻴﻠﻤﻳ ﺎﻤﺑ فﺮﺼﺘﻟا ،ﺔﻔﻠﺘﺨﻤﻟا  .  
ﻋ ةرﺪﻘﻟا  ﻰﻠﻋ ةرﺪﻘﻟا ،تاﺪﺠﺘﺴﻤﻟا ﻊﻣ ﻒﻴﻜﺘﻟا ﻰﻠ
 ﺔﻈﻓﺎﺤﻤﻟا ،رﻮﻣﻸﻟ ﺔﻴﻋﻮﺿﻮﻤﻟا ةﺮﻈﻨﻟا ،ﺮﻴﻴﻐﺘﻟا
20.   ﺔﻧوﺮﻤﻟا  
1         2         3         4         5         6  
 ،ﺔﻤﻈﻨﻤﻟا ﺔﻣﺪﺨﻟ ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ
ﻠﻤﻌﻟا ﺔﻴﻠﻘﻌﻟا  ﻲﻓ تﺎﻗﺎﻄﻟا ﺔﻓﺎآ لﺬﺑو ﻲﻧﺎﻔﺘﻟا ،ﺔﻴ
ﻞﻤﻌﻟا .  
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا  
1         2         3         4         5         6    ﺔﻠﺻاﻮﻣ ،ةدﺪﺤﻤﻟا تﻼﻜﺸﻤﻟا ﻞﺣ ﻲﻓ ﺔﻴﻠﻋﺎﻔﻟا
ﻩزﺎﺠﻧإ ﻰﺘﺣ ﻞﻤﻌﻟا .  
تﻼﻜﺸ   22.   ﻤﻟا ﻞﺣ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6   ﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ ﻰﻠﻋ ةرﺪﻘﻟا  ةرادإ ،ﻦﻳﺮ
ﺔﻴﻠﻋﺎﻓو ةءﺎﻔﻜﺑ مﺎﻬﻤﻟا زﺎﺠﻧإ ،ﺔﻴﻠﻋﺎﻔﺑ ﺖﻗﻮﻟا .  
 ﻪﺴﻔﻨﻟ ﻂ
ﺔﻴ    
23.   ﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو
1         2         3         4         5         6    ﺔﻳﻮﻴﺤﻟا ،ﻞﻤﻌﻟا ءادأ ﺔﻴﻧﺎﻜﻣﻹ ﻲﺑﺎﺠﻳﻹا ﻪﺟﻮﺘﻟا
ﻞﻤﻌﻠﻟ ﻢﺋاﺪﻟا داﺪﻌﺘﺳﻻا ،ﺔﺳﺎﻤﺤﻟا ،طﺎﺸﻨﻟاو ﺔﻣﺎﺘﻟا .  
  24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا
1         2         3         4         5         6    ﺐﺳﺎﺤﻟا ﺞﻣاﺮﺑ ﻦﻣ دﺪﻋ ﻞﻴﻐﺸﺗ ﻰﻠﻋ ةرﺪﻘﻟا
تﺎﻣﻮﻠﻌﻤﻟا ةرادإ ﺞﻣاﺮﺒﺑ ﺔﻳارد ﻰﻠﻋ ،ﻲﻟﻵا .  
ﻲﻟﻵا ﺐﺳ   25.   ﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻹا
1         2         3         4         5         6  
 ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا داﺪﻋﺈﺑ ﺔﻘﻠﻌﺘﻤﻟا تارﺎﻬﻤﻟا ﻪﻳﺪﻟ
ﺳﻻا ﻞﺜﻣ ﺎﻬﻟﺎﺳرإو  ﺪﻳﺮﺒﻠﻟ ﺢﻴﺤﺼﻟا ماﺪﺨﺘ
 ﺮﻳرﺎﻘﺘﻟا ،ﺔﻴﻠﺧاﺪﻟا تاﺮآﺬﻤﻟا ﺔﺑﺎﺘآو ،ﻲﻧوﺮﺘﻜﻟﻹا
ءﻼﻤﻌﻟا ﻞﺋﺎﺳرو ،ﺔﻴﺟرﺎﺨﻟاو ﺔﻴﻠﺧاﺪﻟا .  
    26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا
1         2         3         4         5         6   ﺔﺑﺎﺘآو ًﺎﺛ ﺪﺤﺗ  ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ةدﺎﺟإ   27.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) مﺎﻋ ﻞﻜﺸﺑ (  
1         2         3         4         5         6  
 ةﺎﻋاﺮﻣ ،تﺎﻔﻠﻤﻟاو تاﺮآﺬﻤﻟا ،ﻞﺋﺎﺳﺮﻟا ﺔﺑﺎﺘآ
 ةدﺎﺟإ ،ﺔﺑﺎﺘﻜﻟا ﺪﻨﻋ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ﺪﻋاﻮﻗ
 ﻲﻓ عﻮﻗﻮﻟا ﺐﻨﺠﺗو ،ﻢﻴﻗﺮﺘﻟا تﺎﻣﻼﻋ ماﺪﺨﺘﺳا
ﺔﻴﺋﻼﻣﻹا ءﺎﻄﺧﻷا .  
28.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺔﺑﺎﺘﻜﻟا (  
1        ﻞﻤﻌﻟا ﺔﺌﻴﺑ ﻲﻓ ﺔﺒﺳﺎﻨﻤﻟاو ﺔﻘﺋﻼﻟا تارﺎﺒﻌﻟا .     2         3         4         5         6   ﻮﺿﻮﺑ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ثﺪﺤﺗ  ماﺪﺨﺘﺳا ،ح 29.    ﺔﻳﺰﻴ ا ﺔﻐﻠﻟا ) ًﺎﺛ ﺪﺤﺗ (   ﻠﺠﻧﻹ
1         2         3         4         5         6   30.    ﺔﻓﺮﻌﻣ ﺎﺑ مﺎﻤﺘهﻻا  ﺖﻗﻮﻟا ﻲﻓ فاﺮﺼﻧﻻاو رﻮﻀﺤﻟ ﻞﻤﻌﻟا ﺖﻗو ﺔﻤﻴﻗ ﺮﻳﺪﻘﺗو  
دﺪﺤﻤﻟا ﺔﻤﻈﻨﻤﻟا ﺪﻴﻔﻳ ﺎﻤﺑ ﻞﻤﻌﻟا ﺖﻗو لﻼﻐﺘﺳاو ، .  
1         2         3         4         5         6  
 ﻞﻤﻌﻟا ﺺﺨﺗ ﻲﺘﻟا رﻮﻣﻷا ﻦﻋ ثﺪﺤﺘﻟا مﺪﻋ
 وأ ﺔﻤﻈﻨﻤﻟﺎﺑ رﺮﺿ قﺎﺤﻟا ﻰﻟا ﺎهﺮﺸﻧ يدﺆﻳو
ﺎﻬﺤﻟﺎﺼﻣ ﻰﻠﻋ ًﺎﺒ ﻠ ﺳ ﺮﺛﺆﻳ .  
ﻞﻤﻌﻟا راﺮﺳأ ﻰﻠﻋ ﺔﻈ   31.   ﻓﺎﺤﻤﻟا    325
    ﻳ ﺔ  ﺎﻬﻧوﺮﺗ ىﺮﺧأ تﺎﻳﺎﻔآ 
قﺎﻴﺴﻟا اﺬه ﻲﻓ ﺔﺒﺳﺎﻨﻣ .  
ﻳأ ﺔﻓﺎﺿإ ﻰﺟﺮ
1         2         3         4         5         6     
 
1         2         3         4         5         6     
 
1         2         3         4         5         6     
 
 
ﺚﻟﺎﺜﻟا ءﺰﺠﻟا   :    ﺔﻴﻤهﻷا ﺚﻴﺣ ﻦﻣ تﺎﻳﺎﻔﻜﻟا ﻲﻋﻮﻧ ﻦﻴﺑ ﺔﻧرﺎﻘﻤﻟا  
 
 ﻰﻟا ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻒﻨﺼُ ﺗ  ) Soft  (   و  ) Hard   .(   دﺪﺣ     ﻦﻣ ﺔﻴﻤهأ ﺮﺜآأ تﺎﻳﺎﻔﻜﻟا ﻲﻔﻨﺻ ﻦﻣ يأ
ﺮﺨﻟ ﻞﻤﻌﻟا ﻲﻓ ىﺮﺧﻷا       ؟ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺎهﻮﺳراد ﻰﻘﻠﺘﻳ ﻲﺘﻟا ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺠﻳ  )    
 حﺎﺘﻤﻟا غاﺮﻔﻟا ﻲﻓ ﺐﺒﺴﻟا ﺮآذأ ﻢﺛ ، ﻊﺑﺮﻤﻟا ﻲﻓ ﺮﺷأ .(  
 
(Soft Competencies)    
 ﺎهرﺎﺛﺁ ﺮﻬﻈﺗ ﺔﻴﺗاذ تﺎﻔﺻ ﻲه –  ًﺎﺒ ﻟ ﺎﻏ   -  ﻰﻤﺴﺗ ﺎﻬﻧأ ﻰﺘﺣ ، ﻦﻳﺮﺧﻵا ﻊﻣ ﻞﻣﺎﻌﺘﻟا ﺪﻨﻋ   ) تارﺎﻬﻤﻟا  ﺔﻳﺮﺸﺒﻟا   (  ،  )
 لﺎﺼﺗﻻا تارﺎﻬﻣ (  ﻚﻟﺬآ ﻰﻤﺴﺗو ،  )  تﺎﻬﺟﻮﺘﻟا   .( ﺎﻬﺑﺎﺴﺘآاو ﺎﻬﺳﺎﻴﻗ ﺔﺑﻮﻌﺼﺑ تﺎﻳﺎﻔﻜﻟا ﻩﺬه ﻢﺴﺘﺗو   .  ﺔﻠﺜﻣﻷا ﻦﻣ
ﺎﻬﻴﻠﻋ   : ةدﺎﻴﻘﻟا ، زﺎﺠﻧﻻا ﻰﻟا ﺔﻋﺰﻨﻟا ، ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا  .  )     ﺔﻠﺜﻣأ ﻰﻠﻋ فﺮﻌﺘﻠﻟ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻤﺋﺎﻗ ﻊﺟار
 عﻮﻨﻟا اﺬﻬﻟ ىﺮﺧأ .(  
 
(Hard Competencies)    
ﺎﻬﺳﺎﻴﻗو ﺎﻬﻤﻠﻌﺗ ﻞﻬﺴﻟا ﻦﻣو  ،ﺎﻬﺑﺎﺴﺘآﻻ ﺔﻓﺮﻌﻤﻟا ﻦﻣ ًﺎﻴ ﻓ ﺎآ  ًا ر ﺪﻗ  ﺐﻠﻄﺘﺗ ﺎﻣ ةدﺎﻋ ﺔﻳرﺎﻬﻣو ﺔﻴﻤﻠﻋ تﺎﻔﺻ ﻲه   .  ﻦﻣ
ﺎﻬﻴﻠﻋ ﺔﻠﺜﻣﻷا   : ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ةدﺎﺟا ، ﻲﻟﻵا ﺐﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻻا ، ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا ءاﺮﺟا ﻰﻠﻋ ةرﺪﻘﻟا   .



























ﻊﺑاﺮﻟا ءﺰﺠﻟا   :   ﻦﻴﺠﻳﺮﺨﻟا  ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا  
 
ﺴﻠﺴﺗ ﻢﻗر كﺎﻨه  ﻲﻠ  ؛ 24  . ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا   .(    ﻦﻣ
 ﻚﻠﻀﻓ  ..             عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟ ﻩﺎﻧدأ لوﺪﺠﻟا ﻲﻓ ﻞﺧدأ
























 ىﺪﻟ ﺮﻳﻮﻄﺘﻟ  ﻲﺘﻟا  جﺎﺘﺤﺗ
 ﻖﺑﺎﺴﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ )  ًﻼﺜﻣ 1  . ﺔﻋﺰﻨﻟا ﻰﻟإ   زﺎﺠﻧﻹا 
ا ﻲﺠﻳﺮﺧ ىﺪﻟ ﺎهﺮﻳﻮﻄﺘﻟ ﺔﻴﻤهأ ﺮﺜآﻷا ﺪﻌﺗ تﺎﻳﺎﻔآ ﺲﻤﺧ مﺎﻗرأ 
  ﻦﻜﻣأ نإ بﺎﺒﺳﻷا ﺮآذ ﻊﻣ ،ﺔﻴﻗﺮﺸ .      326


































































Code No. (   
ﻲﻠﻤﻌﻟا ﺐﻳرﺪﺘﻟﺎﺑ قﺎﺤﺘﻟﻻ عزﻮﻳ
on) 
     )
 
ا ﻞﺒﻗ ﻦﻴﺳراﺪﻟا ﻰﻠﻋ نﺎﻴﺒﺘﺳﻻا اﺬه   
سراﺪﻟا يﺰﻳﺰﻋ  
 ﺔﻤﺣرو ﻢﻜﻴﻠﻋ مﻼﺴﻟا
 ﺞﻣ ،ﻢﻴﻠﻌﺘﻟا لﺎﺠﻣ ﻲﻓ ﺎﻴﻠﻌﻟا تﺎﺳارﺪﻟ  ﻞﺜﻤﻳ نﺎﻴﺒﺘﺳﻻا اﺬه
ﺑ ﺎ  ﺞ ﻟا قﻮﻓ مﻮﻠ
 ﺪﻬﻌﻣ عﺮﻓ ﻲﻓ ﻲﻠهﻷا عﺎﻄﻘﻟا  ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨ -  ﺔﻴﻔﻴﻇﻮ  ىﺪﻣ ﺮﻳﻮﻄﺗ ﻲﻓ  
ا قﻮ
 ﻢ  ً اﺪﻳﺪ ﻟاو ﺔﺳارﺪﻟا ﻩﺬه ﺞﺋﺎﺘﻧ
ﺔﻳﺮﺸﺒﻟا دراﻮﻤﻟاو ،ﻲﻧوﺎﻌﺘﻟا .  
 ﺔﻳﺮ ه ﺔﺌﺒﻌ
ﻲﻟﺎﺘﻟا ناﻮﻨﻌﻟا ﻰﻟا ﻪﺗدﺎﻋإ  لﺎﻤآﺈﺑ مﺮﻜﺘﻟا ﻞﻣﺁ :  
  ﻦﻴﺑرﺪﺘﻤﻟا نوﺆﺷ ةرادا  
ﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ
ص  . ب   : 1455  





ﺎﻬﺘﺌﺒﻌﺘﺑ اﻮﻣﺎﻗ ﻦﻳﺬﻟا ﻦﻴﺳ  ﻲﻓ ﺎﻬﻌ .  
 
 
 س 1 .   ؟ﻚﺼﺼﺨﺗ ﺎﻣ  
ﺸﺘﺴﻤﻟا ةرا
ﻨﺘﻟا ﺮﻴﺗﺮﻜﺴﻟ
17.   ﻟا ﺔﺒﺳﺎﺤﻤﻟا
18.   تﺎﻌﻴﺒﻤﻟا  
ﻤﻋ ﻎﻠﺒﻳ  ؟كﺮ  
ﺮﺸﻋ ﻦﻣ
–   25  
14.   26   –   30  
15.    ﻦﻣ ﺮﺜآأ 30  
 
  ﻠﻤﻋ نأو ﻖﺒﺳ ﻞه
 
                           ﻢﻌﻧ
 
 
ﻲﻧﺎﺜﻟا ءﺰﺠﻟا   : ﻤهأ ﺔﺟرد
 
  ﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ ﻞﺑﺎﻘﻤﻟا ﻒﺻﻮﻟا أﺮﻗا ﻚﻠﻀﻓ ﻦﻣ         ﻲﻓ ﺎﻬﺘﻴﻤهأ ﺔﺟرد دﺪﺣ ﻢﺛ ،ﺎﻬﺗﺎﺒﻠﻄﺘﻣو ﺎهدﺎﻌﺑأ كاردﻹ ﻲﻟﺎﺘ
  ﻲﻟﺎﺤﻟا ﺖﻗﻮﻟا ﻲﻓ ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا يﻮﻧﺎﺜﻟا قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺠﻳﺮﺨﻟ ﻞﻤﻌﻟا .  )     ﻊﺿ
 ﻦﻣ ﻢﻗﺮﻟا لﻮﺣ ةﺮﺋاد 1  ﻰﻟإ  6  ﺔﻳﺎﻔآ ﻞﻜﻟ  (  
 
ﺎآﺮﺑو ﷲا ﻪﺗ .  
ا ﻲﻓ ﺚﺤﺑ ﻦﻣ ءﺰﺟ اﺮﺑ ﺔﻴﻟﺎﻌﻓ ىﺪﻣ عﻼﻄﺘﺳا ﻰﻟإ فﺪﻬﻳو 
 تﺎآﺮﺸﻟاو تﺎﺴﺳﺆﻤﻟا ﺾﻌ - ﺑﺪﻟا ﻲﺳراﺪﻟ  
ا ةرادﻹا ﻤﻟﺎﺑ ﺔﻣﺎﻌﻟ
ﻬﻣﺪﻘﺗ ﻲﺘﻟا ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﻣاﺮﺑو ﺔﻣﺎﻌﻟا ﺔﻳداﺪﻋﻹا ﺞﻣاﺮﺒﻟا ﻲﻓ يﻮﻧﺎﺜ
ﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤهﻷ ﻦﻴﺳراﺪﻟا كاردإ
مﻮﻴﻟا ﻞﻤﻌﻟ .  
ﺤﺗو راﻮﺤﻠﻟ ًﻻﺎﺠﻣ  ﺊﻴﻬﺘﺳ ﺎﻬﺑ ﺔﻠﺼﺘﻤﻟا تﺎﺳارﺪ
ﺳ ﻲﻓ ﺔﺑﻮﻠﻄﻤﻟا ﺔﻣﺎﻌﻟا
ﻴﻠﻌﺘﻟاو ،ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻞﻘﺣ ﻲﻓ
ﺔﻠﻣﺎآ   .   ﺴﺑ ﻞﻣﺎﻌﺘﺳ تﺎﺑﺎﺟﻻا ﻊﻴﻤﺟ نأ ﻖﺛو ، نﺎﻴﺒﺘﺳﻻا اﺬ
و نﺎﻴﺒﺘﺳﻻا
ﻘﻧ ﺗ ﻲﻓ ﻚﺘآرﺎﺸﻣ ﻚﻟ رﺪ
 
   ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄ  
 مﺎﻣﺪﻟا 31141  
ﺲآﺎﻓ  : 8268881  
  ﺔﻴﻓاﺮﻏﻮﻤﻳﺪ :  
راﺪﻟا ﺺﺋﺎﺼﺧ ﺢﺿﻮﺗ نﺎﻴﺒﺘﺳﻻا ﻦﻣ ءﺰﺠﻟا اﺬه
لوﻷا ءﺰﺠﻟا   : ﻧﺎﻴﺒﻟا
ﻤﺟ ﻢﺘﻳ ﻲﺘﻟا تﺎﻣﻮﻠﻌﻤﻟا
 تﺎﻴﻔ  
               يﺬﻴﻔ  
ﺔﻳرﺎﺠﺘ  
15.   دا
16.   ا
ﻲﻟ  
ًﺎﻣﺎﻋ  ﻦﻳ  
19.   ﺐﺳﺎﺤﻟا   ﻵا
 
 س 2 .   ﻢآ
12.    ﻞﻗأ
13.   20  
ًﺎﻣ ﺎﻋ  
  ؟ﺪﻬﻌﻤﻟﺎﺑ ﻚﻗﺎﺤﺘﻟا ﻞﺒﻗ ﺖ  
ﻻ         
 س 3 .
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B ﺔﻴﻤهﻷا ﺔﺟرد  
B ﺔﻳﺎﻐﻠﻟ ﻢﻬﻣ ﺮﻴﻏ  ﻢﻬﻣ        B ﺔﻳﺎﻔﻜﻟا B                                
ﺔﻳﺎﻐﻠﻟ B
B ﻒﺻﻮﻟا B
1         2         3         4         5         6    ﺮﻴ
1.   زﺎﺠﻧﻹا ﻰﻟإ ﺔﻋﺰﻨﻟا    ﻰﻟإ لﻮﺻﻮﻟا ﻮﺤﻧ ﻲﻌﺴﻟاو  ،مﺎﻬﻤﻟﺎﺑ مﺎﻴﻘﻟا
ﺛﺄﺘﻟا ،ﺔﺴﻓﺎﻨﻤﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،رﺎﻜﺘﺑﻻا ،ﺞﺋﺎﺘﻨﻟا
ةءﺎﻔﻜﻟا ،ﺮﻴﻳﺎﻌﻤﻟﺎﺑ ماﺰﺘﻟﻻا ،ﻦﻳﺮﺧﻵا ﻲﻓ .  
1         2         3         4          5         6    ﻦﻋ ﺪﻌﺒﻟا ،حﻮﺿﻮﻟﺎﺑ مﺎﻤﺘهﻻا ،ءادﻷا ﺔﺒﻗاﺮﻣ
ضﻮﻤﻐﻟاو مﺎﻬﺑﻹا  . رﻮﻣﻷا ﺔﻌﺑﺎﺘﻣ  .  
2.      ماﺰﺘﻟﻻا  ﻲﻓ ﺔﻗﺪﻟاو ةدﻮﺠﻟاو مﺎﻈﻨﻟﺎﺑ
ﻞﻤﻌﻟا  
1         2         3         4         5         6   ةرد    رﺎﻤﺜﺘﺳا ،ﺔﻟﻮﻬﺴﺑ مﻼﺴﺘﺳﻻا مﺪﻋ ،ةﺮﺑﺎﺜﻤﻟا 
ﺔﺣﺎﺘﻤﻟا صﺮﻔﻟا .  
3.   ﺎﺒﻤﻟا حور
1         2          3         4         5         6    ﻦﻣ تﺎﻣﻮﻠﻌﻤﻟا ﻰﻠﻋ لﻮﺼﺤﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ةدﺪﻌﺘﻣ ردﺎﺼﻣ .  
4.   تﺎﻣﻮﻠﻌﻤﻟا ﻦﻋ ﺚﺤﺒﻟا ﻰﻠﻋ ةرﺪﻘﻟا  
1         2         3         4         5         6  
 ،ﻢﻬﻟ ﺪﻴﺠﻟا عﺎﻤﺘﺳﻻاو ﻦﻳﺮﺧﻵا ﻊﻣ ﻒﻃﺎﻌﺘﻟا
ةرﺪﻘﻟاو ﻦﻳﺮﺧﻵا تﺎﺟﺎﺣ كاردإ ،ﻢﻬﺑ سﺎﺴﺣﻹا
ﻋﺎﺸﻣ ﻢﻬﻔﺗ ،ﺎﻬﺼﻴﺨﺸﺗ ﻰﻠﻋ ﻦﻳﺮﺧﻵا ﺮ .  
 
ﻦﻳﺮﺧﻵا ﻊ   5.   ﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ
1         2         3         4         5         6    ﻢ ﻢﻠ   ﺗ ﺎﻤﻣ ﺔﻴﻠﻤﻌﻟا ةدﺎﻔﺘﺳﻻا ،ﻢﻠﻌﺘﻠﻟ ﺔﻴﻠﺑﺎﻘﻟاو ﺔﺒﻏﺮﻟا
ﻪﻤﻠﻌﺗ .  
6.   ﻌﺘﻟا ﻲﻓ ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا




ءﻼﻤﻌ   ﺲﻤﻠﺗو ﺔﻠﺑﺎﻘﻤﻟ ﻲﻓﺎﺿإ ﺪﻬﺟ لﺬﺑ ﻰﻠﻋ ةرﺪﻘﻟا
تﺎﺟﺎﻴﺘﺣا ﺎﺴﻔﺘﺳا ﺔﺑﺎﺟﺈﺑ مﺎﻤﺘهﻻا ،ءﻼﻤﻌﻟا 
و ﻢهاﻮﻜﺷ لﺎﺼﻳإو ﻢﻬﺗﺎﺒﻠﻃ ﺔﻴﺒﻠﺗو ءﻼﻤﻌﻟا
ﻢﻬﻠآﺎﺸﻣ  .  
7.   ﻠﻟ تﺎﻣﺪﺨﻟا ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6    مﺪﺨﻳ ﺎﻤﺑ ﻦﻳﺮﺧﻵا عﺎﻨﻗإ ﻲﻓ ﺔﺒﻏﺮﻟاو ةرﺪﻘﻟا
ﻞﻤﻌﻟا فاﺪهأ   .  
8.   ﺮﻴﺛﺄﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ﻦﻳﺮﺧﻵا ﻲﻓ   
1          2         3         4         5         6  
 ت ﻞﻤﻌ   ﺎﻴﺣﻼﺼﻟا دوﺪﺣ ﺔﻓﺮﻌﻣو ﻢﻴﻈﻨﺘﻟا ﺔﻟﺄﺴﻣ ﻢﻬﻔﺗ
 تاذ ىﺮﺧﻷا تﺎﻤﻈﻨﻤﻟا ﻲﻓ وأ ﺔﻤﻈﻨﻤﻟا ﻲﻓ
ﺔﻗﻼﻌﻟا  .  
9.   ﻟا ﻲﻓ ﺔﻴﻤﻴﻈﻨﺘﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
1         2         3         4         5         6  
 ﺔﺒﻴﻃ ةﺪﻴﺟ تﺎﻗﻼ  
 
 تﻼﺻو ﺔﻗاﺪﺻ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا
ﻦﻳﺬﻟا ﺔﻓﺎآ ﻞآ ﻊﻣ  ،ﺔﻤﻈﻨﻤﻟا ﻊﻣ ًﺎﻴ ﻟ ﺎﺣ  نﻮﻠﻣﺎﻌﺘﻳ 
ﻢﻬﻌﻣ ﻞﻣﺎﻌﺘﻟا ﻊﻗﻮﺘﻤﻟا ﻚﻟﺬآو .  
10.   ﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6    
 ،ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ و ﻢﻴﻠﻌﺗ ﻢﻋﺪﻟ ﺔﻴﻘﻴﻘﺤﻟا ﺔﺒﻏﺮﻟا
ﻢﻬﺗارﺪﻘﻟ ﺐﺳﺎﻨﻤﻟا ﻲﺒﻳرﺪﺘﻟا ىﻮﺘﺴﻤﻟا رﺎﻴﺘﺧاو
ﻞﻤﻌﻟا ﺔﺟﺎﺣ مﺪﺨﻳ ﺎﻤﺑ .  
 
11.   ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا    
1         2         3         4         5         6  
 ﻞﻤﺤﺗ ،ﺔﻄﻠﺴﻟا ماﺪﺨﺘﺳا ،ﻢﺴﺤﻟا ،مﺰﺤﻟا
 ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺮﻴﻳﺎﻌﻤﻟا ماﺰﺘﻟإ ،ﺔﻴﻟوﺆﺴﻤﻟا
ﻢﻬآﻮﻠﺳ ﻂﺒﺿو ﺔﻋﻮﻤﺠﻤﻟا داﺮﻓأ .  
 
12.   ﻲﻬﻴﺟﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا  
1         2         3         4         5         6  
ﻞﻴﻬﺴﺗ ﻲﻓ مﺎﻬﺳﻹا ﺎﻬﺗرادإو ﺔﻋﻮﻤﺠﻤﻟا ﻞﻤﻋ 




ﻢﻬﻌﻣ نوﺎﻌﺘﻟا ﻰﻠﻋو  
ﻞﻤﻌﻠﻟ ﺢﻟﺎﺻ خﺎﻨﻣ دﺎﺠﻳإ  .  
13.   ﻋ ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6    ﻞﻜﺸﺑ ﺔﻋﻮﻤﺠﻤﻟا
ﻲﻋﺎﻤﺠﻟا ﻞﻤﻌﻠﻟ ﺰﻴﻔﺤﺘﻟا ،ﺢﺿاو .  
    ﺔﻋﻮﻤﺠﻣ وأ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻲﻓ ﺔﻋﺰﻨﻟا   .  ﻞﻤﺤﺗ
مﺎﻤﺘهﻹا ،ﺮﻴﺼﺒﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،ﺔﻴﻟوﺆﺴﻤﻟا  
 فﺪه ﻢﻬﻓ ،ﻦﻴﺳوؤﺮﻤﻟﺎﺑ
14.   ﻞﻤﻋ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6  
 ،ﻪﻟ ﺔﻧﻮﻜﻤﻟا ﻞﻴﺻﺎﻔﺘﻟا ﺪﻳﺪﺤﺘﺑ ﻒﻗﻮﻤﻟا ﻢﻬﻓ
 وأ ﻲﻘﻴﺒﻄﺘﻟا ءﺎآﺬﻟا ،ﺮﻴﻜﻔﺘﻟا ﻲﻓ ﺔﻴﻘﻄﻨﻤ
 ،تﻼﻜﺸﻤﻟا ﻞﻴﻠﺤﺗ ،ﻂﻴﻄﺨﺘﻟا تارﺎﻬﻣ ،ﻲﻠﻤﻌﻟا
ﻞﻤﻌﻟا ﻲﻓ ﺔﻴﺠﻬﻨ  .  
 
1   ﻟا
ﻟا
ﻤﻟا
5. ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘ  
1         2         3         4         5         6  
 ﺮﻴﻜﻔﺘﻟا  ،ﺔﻨﻄﻔﻟا ،رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪ
 ثاﺪﺤﺘﺳا ﻰﻠﻋ ةرﺪﻘﻟا ،ﻞآﺎﺸﻤﻟا ﺪﻳﺪﺤﺗ ،يﺪﻘﻨﻟا
رﻮﻣﻷا ﻦﻴﺑ ﻂﺑﺮﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تﺎﻴﺿﺮﻔﻟا .  
1    رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا   ﻘﻟا 6.
1         2         3         4          5         6  
 ﺺﺼﺨﺘﻟﺎﺑ ﺔﻠﺼﻟا تاذ ةرﺎﻬﻤﻟاو ﺔﻓﺮﻌﻤﻟا  )
ﻦﻳﺮﺧﻶﻟ ةﺮﺒﺨﻟا .  
17.   ﺔﻴﻠ ﻟا ةﺮﺒﺨﻟا  
 ﻞﻤﻌﻟا لﺎﺠﻣ (  ﺢﻨﻣ ،ةﺮﺒﺨﻟا بﺎﺴﺘآﻻ ﻲﻌﺴﻟا ،
ﻤﻌ    329
1         2         3         4         5         6  
 ءﺎآﺬﻟا ﻦﻣ ﺔﻴﻟﺎﻋ ﺔﺟرد ،ءوﺪﻬﻟاو يوﺮﺘﻟا
ﻲﻔﻃﺎﻌﻟا  ) ا ةرﺪﻗ  ﻪﻔﻃاﻮﻋ ﻢﻬﻓ ﻰﻠﻋ ﺺﺨﺸﻟ
ﻢﻬﻔﻟا اﺬﻬﻟ ًﺎ ﻘ ﻓ و  فﺮﺼﺘﻟاو ﻦﻳﺮﺧﻵا ﻒﻃاﻮﻋو  
(  ،
 ﻞﻤﺤﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ) ﺪﻠﺠﻟا (  ،طﻮﻐﻀﻟا ﺔﻣوﺎﻘﻣ ،
 ةرﺪﻘﻟا ﻪﻟ ،ﻞﻴﻠﻀﺘﻟاو تاءاﺮﻏﻻا ﺔﻣوﺎﻘﻣ
ﻦﻳﺮﺧﻵا ﺔﺋﺪﻬﺗ ﻰﻠﻋ .  
18.   ﺲﻔﻨﻟا ﻂﺒﺿ  
1         2         3         4         5         6   ﻞﺒﻘﺗ ،ﻢﺴﺤﻟا ،تاﺬﻟا ﻰﻠﻋ دﺎﻤﺘﻋﻻا ،تﻻﺎﻌﻔﻧﻻا  
ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺣ .  
 ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺔﻴﺗاﺬ 19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا   ﻟا تارﺪﻘﻠﻟ يﻮﻘﻟا ﻢﻬﻔﻟا
1         2         3         4         5         6    ،رﻮﻣﻸﻟ ﺔﻴﻋﻮﺿﻮﻤﻟا ةﺮﻈﻨﻟا ،ﺮﻴﻴﻐﺘﻟا ﻰﻠﻋ
 ءازإ ﺔﻧوﺮﻤﻟا ،ﺔﻴﻋﻮﺿﻮﻤﻟا ﻰﻠﻋ ﺔﻈﻓﺎﺤﻤﻟا
20.   ﺔﻧوﺮﻤﻟا    ةرﺪﻘﻟا ،تاﺪﺠﺘﺴﻤﻟا ﻊﻣ ﻒﻴﻜﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﻒﻗﻮﻤﻟا ﻪﻴﻠﻤﻳ ﺎﻤﺑ فﺮﺼﺘﻟا ،ﺔﻔﻠﺘﺨﻤﻟا ﻒﻗاﻮﻤﻟا  .
1         2          3         4         5         6  
 ،ﺔﻤﻈﻨﻤﻟا ﺔﻣﺪﺨﻟ ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ
 ﻲﻓ تﺎﻗﺎﻄﻟا ﺔﻓﺎآ لﺬﺑو ﻲﻧﺎﻔﺘﻟا ،ﺔﻴﻠﻤﻌﻟا ﺔﻴﻠﻘﻌﻟا
ﻞﻤﻌﻟا .  
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا  
1         2         3         4         5         6    ﺔﻠﺻاﻮﻣ ،ةدﺪﺤﻤﻟا تﻼﻜﺸﻤﻟا ﻞﺣ ﻲﻓ ﺔﻴﻠﻋﺎﻔﻟا
ﻩزﺎﺠﻧإ ﻰﺘﺣ ﻞﻤﻌﻟا .  
ﺸ تﻼﻜ   22.   ﻤﻟا ﻞﺣ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6  
 ،ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ ﻰﻠﻋ ةرﺪﻘﻟا
 ةءﺎﻔﻜﺑ مﺎﻬﻤﻟا زﺎﺠﻧإ ،ﺔﻴﻠﻋﺎﻔﺑ ﺖﻗﻮﻟا ةرادإ
ﺔﻴﻠﻋﺎﻓو .  
 ﻪﺴﻔﻨﻟ ﻂ
ﺔﻴ    
23.   ﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو
1         2         3         4         5         6  
 ءادأ ﺔﻴﻧﺎﻜﻣﻹ ﻲﺑﺎﺠﻳﻹا ﻪﺟﻮﺘﻟا  ﺔﻳﻮﻴﺤﻟا ،ﻞﻤﻌﻟا
 ﻢﺋاﺪﻟا داﺪﻌﺘﺳﻻا ،ﺔﺳﺎﻤﺤﻟا ،طﺎﺸﻨﻟاو ﺔﻣﺎﺘﻟا
ﻞﻤﻌﻠﻟ .  
  24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا
1         2         3         4         5         6    ﺐﺳﺎﺤﻟا ﺞﻣاﺮﺑ ﻦﻣ دﺪﻋ ﻞﻴﻐﺸﺗ ﻰﻠﻋ ةرﺪﻘﻟا
تﺎﻣﻮﻠﻌﻤﻟا ةرادإ ﺞﻣاﺮﺒﺑ ﺔﻳارد ﻰﻠﻋ ،ﻲﻟﻵا .  
ﻲﻟﻵا ﺐﺳ   25.   ﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻹا
1         2         3         4          5         6  
 تﻻﺎﺼﺗﻻا داﺪﻋﺈﺑ ﺔﻘﻠﻌﺘﻤﻟا تارﺎﻬﻤﻟا ﻪﻳﺪﻟ
 ﺢﻴﺤﺼﻟا ماﺪﺨﺘﺳﻻا ﻞﺜﻣ ﺎﻬﻟﺎﺳرإو ﺔﻴﺑﺎﺘﻜﻟا
 ،ﺔﻴﻠﺧاﺪﻟا تاﺮآﺬﻤﻟا ﺔﺑﺎﺘآو ،ﻲﻧوﺮﺘﻜﻟﻹا ﺪﻳﺮﺒﻠﻟ
ءﻼﻤﻌﻟا ﻞﺋﺎﺳرو ،ﺔﻴﺟرﺎﺨﻟاو ﺔﻴﻠﺧاﺪﻟا ﺮﻳرﺎﻘﺘﻟا .  
    26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا
1         2         3         4         5         6   ﻟا ةدﺎﺟإ ﺔﺑﺎﺘآو ًﺎﺛ ﺪﺤﺗ  ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠ   27.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) مﺎﻋ ﻞﻜﺸﺑ (  
1         2         3         4         5         6  
 ةﺎﻋاﺮﻣ ،تﺎﻔﻠﻤﻟاو تاﺮآﺬﻤﻟا ،ﻞﺋﺎﺳﺮﻟا ﺔﺑﺎﺘآ
 ةدﺎﺟإ ،ﺔﺑﺎﺘﻜﻟا ﺪﻨﻋ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ﺪﻋاﻮﻗ
 ﻲﻓ عﻮﻗﻮﻟا ﺐﻨﺠﺗو ،ﻢﻴﻗﺮﺘﻟا تﺎﻣﻼﻋ ماﺪﺨﺘﺳا
ﺔﻴﺋﻼﻣﻹا ءﺎﻄﺧﻷا .  
28.   ﺰﻴﻠ ا ﺔﻐﻠﻟا  ﺔﻳ ) ﺔﺑﺎﺘﻜﻟا (   ﺠﻧﻹ
1         2         3         4         5         6    ماﺪﺨﺘﺳا ،حﻮﺿﻮﺑ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ثﺪﺤﺗ
ﻞﻤﻌﻟا ﺔﺌﻴﺑ ﻲﻓ ﺔﺒﺳﺎﻨﻤﻟاو ﺔﻘﺋﻼﻟا تارﺎﺒﻌﻟا .  
29.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ًﺎﺛ ﺪﺤﺗ (  
1         2         3         4         5         6  
 ﺖﻗﻮﻟا ﻲﻓ فاﺮﺼﻧﻻاو رﻮﻀﺤﻟﺎﺑ مﺎﻤﺘهﻻا
ﻼﻐﺘﺳاو ، دﺪﺤﻤﻟا  ﺪﻴﻔﻳ ﺎﻤﺑ ﻞﻤﻌﻟا ﺖﻗو ل
ﺔﻤﻈﻨﻤﻟا .  
30.   ﻞﻤﻌﻟا ﺖﻗو ﺔﻤﻴﻗ ﺮﻳﺪﻘﺗو ﺔﻓﺮﻌﻣ  
1         2         3         4         5         6  
 ﻞﻤﻌﻟا ﺺﺨﺗ ﻲﺘﻟا رﻮﻣﻷا ﻦﻋ ثﺪﺤﺘﻟا مﺪﻋ
 وأ ﺔﻤﻈﻨﻤﻟﺎﺑ رﺮﺿ قﺎﺤﻟا ﻰﻟا ﺎهﺮﺸﻧ يدﺆﻳو
ﺎﻬﺤﻟﺎﺼﻣ ﻰﻠﻋ ًﺎﺒ ﻠ ﺳ ﺮﺛﺆﻳ .  
31.   ﻞﻤﻌﻟا راﺮﺳأ ﻰﻠﻋ ﻓﺎﺤﻤﻟا    ﺔﻈ
    وﺮﺗ ىﺮﺧأ تﺎﻳﺎﻔآ يأ ﺔﻓﺎﺿإ ﻰﺟﺮﻳ  ﺎﻬﻧ
قﺎﻴﺴﻟا اﺬه ﻲﻓ ﺔﺒﺳﺎﻨﻣ .  
1         2         3         4         5         6     
 
1         2         3         4         5         6     
 




ﺚﻟﺎﺜﻟا ءﺰﺠﻟا   :    ﺔﻴﻤهﻷا ﺚﻴﺣ  ﻣ تﺎﻳﺎﻔﻜﻟا ﻲﻋﻮﻧ ﻴﺑ ﺔﻧرﺎﻘﻤﻟا  
 
ﻟا ﻒﻨﺼُ ﺗ      ىﺮﺧﻷا ﻦﻣ ﺔﻴﻤهأ ﺮ
    ؟ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺎهﻮﺳراد ﻰﻘﻠﺘﻳ ﻲﺘﻟا ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا قﻮﻓ   ﻲﻓ )      ﻲﻓ ﺮﺷأ
 ﻊﺑﺮﻤﻟا .(  
ﻦ  ﻦ
 ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜ  ﻰﻟا ) Soft  (  و ) Hard   .(  دﺪﺣ ﺜآأ تﺎﻳﺎﻔﻜﻟا ﻲﻔﻨﺻ ﻦﻣ يأ
مﻮﻠﺑﺪﻟا ﻲﺠﻳﺮﺨ ﻞﻤﻌﻟا
، ﻲﻓ ﺐﺒﺴﻟا ﺮآذأ ﻢﺛ 
ﻟ 
حﺎﺘﻤﻟا غاﺮﻔﻟا 
     330
(Soft Competencies)    
 تﺎﻔﺻ ﻲه  ﺎهرﺎﺛﺁ ﺮﻬﻈﺗ ﺔﻴﺗاذ –  ًﺎﺒ ﻟ ﺎﻏ   -  ﻰﻤﺴﺗ ﺎﻬﻧأ ﻰﺘﺣ ، ﻦﻳﺮﺧﻵا ﻊﻣ ﻞﻣﺎﻌﺘﻟا ﺪﻨﻋ   )  ﺔﻳﺮﺸﺒﻟا تارﺎﻬﻤﻟا  (  ،  )
 لﺎﺼﺗﻻا تارﺎﻬﻣ (  ﻚﻟﺬآ ﻰﻤﺴﺗو ،  )  تﺎﻬﺟﻮﺘﻟا   .( ﺎﻬﺑﺎﺴﺘآاو ﺎﻬﺳﺎﻴﻗ ﺔﺑﻮﻌﺼﺑ تﺎﻳﺎﻔﻜﻟا ﻩﺬه ﻢﺴﺘﺗو   .  ﺔﻠﺜﻣﻷا ﻦﻣ
ﺎﻬﻴﻠﻋ   : ﻟا ، ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا ةدﺎﻴﻘﻟا ، زﺎﺠﻧﻻا ﻰﻟا ﺔﻋﺰﻨ  .  ) ﻗ ﻊﺟار     ﺔﻠﺜﻣأ ﻰﻠﻋ فﺮﻌﺘﻠﻟ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻤﺋﺎ
ﺎﻬﺳﺎﻴﻗو ﺎﻬﻤﻠﻌﺗ ﻞﻬﺴﻟا ﻦﻣو  ،ﺎﻬﺑﺎﺴﺘآﻻ ﺔﻓﺮﻌﻤﻟا ﻦﻣ    .  ﻦﻣ
ﺎﻬﻴﻠﻋ ﺔﻠﺜﻣﻷا   : وﺆﺸﺑ مﺎﻤﻟﻻا ، ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا ءاﺮﺟا ﻰﻠﻋ ةرﺪﻘﻟا ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ةدﺎﺟا ، ﻲﻟﻵا ﺐﺳﺎﺤﻟا ن   .  )

























 عﻮﻨﻟا اﺬﻬﻟ ىﺮﺧأ .(  
 
(Hard Competencies)    





































ﻢﻴﺣﺮﻟا ﻦﻤﺣﺮﻟا ﷲا ﻢﺴﺑ  
 
C  
       
 ءﺎﻬﺘﻧﻻا
ode No. (      )
       
 ﺪﻌﺑ ﻦﻴﺳراﺪﻟا ﻰﻠﻋ نﺎﻴﺒﺘﺳﻻا اﺬه عزﻮﻳ ﻲﻠﻤﻌﻟا ﺐﻳرﺪﺘﻟا ﻦﻣ  
 
سراﺪﻟا يﺰﻳﺰﻋ  
ﻪﺗﺎآﺮﺑو ﷲا ﺔﻤﺣرو ﻢﻜﻴﻠﻋ مﻼﺴﻟا .      331
ﻼﻄﺘﺳا ﻰﻟإ فﺪﻬﻳو  ﻣاﺮﺑ ﺔﻴﻟﺎﻌﻓ ىﺪﻣ ع
ﻣاﺮﺑو ﺔﻣﺎﻌﻟا ﺔﻳداﺪﻋﻹا ﺞﻣاﺮﺒﻟا ﻲﻓ يﻮﻧﺎﺜ
،ﻢﻴﻠﻌﺘﻟا لﺎﺠ ﻞﺜﻤﻳ نﺎﻴﺒﺘﺳ  ﺞ
 تﺎآﺮﺸﻟاو   ﻲﺘﻟا ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪ -  ﺞ ﻟا قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺳراﺪﻟ  
ﻌﻣ ع  ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤهﻷ ﻦﻴﺳراﺪﻟا كاردإ ىﺪﻣ ﺮﻳﻮ
 ﺔﻣﺎﻌﻟا ﻌﻟا قﻮﺳ ﻲﻓ ﺔﺑﻮﻠﻄﻤﻟا
 ﻢﻴﻠﻌﺘﻟاو ،ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻞﻘﺣ ﻲﻓ ً اﺪﻳﺪﺤﺗو راﻮ  ﺔﺳارﺪﻟا ﻩﺬه ﺞﺋﺎﺘﻧ
ﺔﻳﺮ .
 ﺔﻳﺮﺴﺑ ﻞﻣﺎﻌﺘﺳ تﺎﺑﺎﺟﻻا ﻊﻴﻤﺟ نأ ﻖﺛو ، نﺎﻴﺒ  ﺔﺌﺒﻌﺗ ﻲﻓ ﻚﺘآرﺎﺸﻣ ﻚﻟ رﺪﻘﻧ  .  
ا لﺎﻤآﺈﺑ 
 
  ﻦﻴﺑرﺪﺘﻤﻟا نوﺆﺷ ةرادا  
   ﺔﻴﻗﺮ ﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ  
 
 
لوﻷا ءﺰﺠﻟا   :  تﺎﻧﺎﻴﺒﻟا




21.    ﺮﻴﺗﺮﻜﺴﻟا
22.    ﺔﺒﺳﺎﺤﻤﻟا
23.   تﺎﻌﻴﺒﻤﻟا  
ﺐ  
 س 2 .   ؟كﺮﻤﻋ ﻎﻠﺒﻳ ﻢآ
ﻋ ﻦ
17.   20   –   25
18.   26   –   30
19.    ﻦﻣ ﺮﺜآأ 0
 
 س 3 .   ﻋ نأو ﻖﺒﺳ ﻞه
 





ﻲﻧﺎﺜﻟا ءﺰﺠﻟا   :   ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎ أ ﺔﺟرد  
          ﻲﻓ ﺎﻬﺘﻴﻤهأ ﺔﺟرد دﺪﺣ ﻢﺛ ،ﺎﻬﺗﺎﺒﻠﻄﺘﻣو ﺎهدﺎﻌﺑأ كاردﻹ ﻲ ا أﺮﻗا ﻚﻠﻀﻓ ﻦﻣ
  ا ﻲﺠﻳﺮﺨﻟ ﻞﻤﻌﻟا ﺎﺑ ﺔﻣﺎﻌﻟا ة  مﻮﻠﺑﺪﻟ  ﻊ
 ﻦﻣ ﻢﻗﺮﻟا لﻮﺣ ةﺮﺋاد 1  ﻰﻟإ 
B ﺔﻴﻤهﻷا ﺔﺟرد  
B ًا ﺪ ﺟ  ﻢﻬﻣ           ﻢﻬﻣ ﺮﻴﻏ B B




 ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟﺎﺑ ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬ - ﻄﺗ ﻲﻓ  
مﻮﻴﻟا ﻞﻤ .  
ﺤﻠﻟ ًﻻﺎﺠﻣ  ﺊﻴﻬﺘﺳ ﺎﻬﺑ ﺔﻠﺼﺘﻤﻟا تﺎﺳارﺪﻟاو
ﺮﻓ ﻲﻓ ﻲﻠهﻷا عﺎﻄﻘﻟا
 
ﺘﺳﻻا اﺬه ﻢﺘﻴﺳو ، ﺔﻠﻣﺎآ ﺚﺤﺒﻟا ضاﺮﻏﻷ ﺎﻬﻣاﺪﺨﺘﺳا 




ص  . ب   : 1455  
 مﺎﻣﺪﻟا 31141  
ﻒﺗﺎه  : 8268300  
ﺲآﺎﻓ  : 8268881  
  ﺔﻴﻓاﺮﻏﻮﻤﻳﺪﻟا :  
 
ﺎﻬﺘﺌﺒﻌﺘﺑ اﻮﻣﺎﻗ ﻦﻳﺬﻟا .   راﺪﻟا ﺺﺋﺎﺼﺧ ﺢﺿﻮﺗ نﺎﻴﺒﺘﺳﻻا ﻦﻣ ءﺰﺠﻟا اﺬه ﻲ
 س 1 .    ﺎﻣ
20.   دا  تﺎﻴﻔﺸﺘ  




24.   ﺳﺎﺤﻟا
 
ًﺎﻣﺎﻋ  ﻦﻳﺮﺸ  
 
 
3 ًﺎﻣ ﺎﻋ    
  ؟ﺪﻬﻌﻤﻟﺎﺑ ﻚﻗﺎﺤﺘﻟا ﻞﺒﻗ ﺖﻠﻤ  
ﻻ              
16.   ﻣ ﻞﻗأ





ﻟﺎﺘﻟا لوﺪﺠﻟا ﻲﻓ ﺔﻳﺎﻔآ ﻞﻜﻟ ﻞﺑﺎﻘﻤﻟا ﻒﺻﻮﻟ
رادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا يﻮﻧﺎﺜﻟا قﻮﻓ
6 ﺎﻔآ ﻞﻜﻟ  ﺔﻳ (  
       ﻲﻟﺎﺤﻟا ﺖﻗﻮﻟا ﻲﻓ ﺔﻴﻗﺮﺸﻟا ﺔﻘﻄﻨﻤﻟ . )  ﺿ
B ﻒﺻﻮﻟا B B ﺔﻳﺎﻔﻜﻟا                               
1         2         3         4         5          6    ﻲﻓ
1.   زﺎﺠﻧﻹا ﻰﻟإ ﺔﻋﺰﻨﻟا    ﻰﻟإ لﻮﺻﻮﻟا ﻮﺤﻧ ﻲﻌﺴﻟاو  ،مﺎﻬﻤﻟﺎﺑ مﺎﻴﻘﻟا
 ،رﺎﻜﺘﺑﻻا ،ﺞﺋﺎﺘﻨﻟا  ﺮﻴﺛﺄﺘﻟا ،ﺔﺴﻓﺎﻨﻤﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ةءﺎﻔﻜﻟا ،ﺮﻴﻳﺎﻌﻤﻟﺎﺑ ماﺰﺘﻟﻻا ،ﻦﻳﺮﺧﻵا .  
1         2         3         4         5         6    ﻦﻋ ﺪﻌﺒﻟا ،حﻮﺿﻮﻟﺎﺑ مﺎﻤﺘهﻻا ،ءادﻷا ﺔﺒﻗاﺮﻣ
ضﻮﻤﻐﻟاو مﺎﻬﺑﻹا  . ﺘﻣ رﻮﻣﻷا ﺔﻌﺑﺎ  .  
2.    ﺔﻗﺪﻟاو ةدﻮﺠﻟاو مﺎﻈﻨﻟﺎﺑ ماﺰﺘﻟﻻا
ﻞﻤﻌﻟا ﻲﻓ  
1         2         3         4         5         6    ر
ﺔﺣﺎﺘﻤﻟا صﺮﻔﻟا .  
3.   ةردﺎﺒﻤﻟا حور   ﺎﻤﺜﺘﺳا ،ﺔﻟﻮﻬﺴﺑ مﻼﺴﺘﺳﻻا مﺪﻋ ،ةﺮﺑﺎﺜﻤﻟا     332
1         2         3         4         5         6    ﻦﻣ تﺎﻣﻮﻠﻌﻤﻟا ﻰﻠﻋ لﻮﺼﺤﻟا ﻰﻠﻋ ةرﺪﻘﻟا
دﺪﻌﺘﻣ ردﺎﺼﻣ ة .  
4.   ﺤﺒﻟا ﻰﻠﻋ ةرﺪﻘﻟا  ﻦﻋ ﺚ
تﺎﻣﻮﻠﻌﻤﻟا  
1         2         3         4         5         6  
 ،ﻢﻬﻟ ﺪﻴﺠﻟا عﺎﻤﺘﺳﻻاو ﻦﻳﺮﺧﻵا ﻊﻣ 
 ة
ﻦﻳﺮﺧﻵا ﺮﻋﺎﺸﻣ  .  
5.   ﻦﻳﺮﺧﻵا ﻊﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ   ﻒﻃﺎﻌﺘﻟا
رﺪﻘﻟاو ﻦﻳﺮﺧﻵا تﺎﺟﺎﺣ كاردإ ،ﻢﻬﺑ سﺎﺴﺣﻹا
ﻢﻬﻔﺗ ،ﺎﻬﺼﻴﺨﺸﺗ ﻰﻠﻋ
1         2         3         4         5          6    ﻢﺗ ﺎﻤﻣ ﺔﻴﻠﻤﻌﻟا ةدﺎﻔﺘﺳﻻا ،ﻢﻠﻌﺘﻠﻟ ﺔﻴﻠﺑﺎﻘﻟاو ﺔﺒﻏﺮﻟا
ﻪﻤﻠﻌﺗ .  
6.   ﻌﺘﻟا ﻲﻓ ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا ﻢﻠ  
1         2         3         4         5         6  
 ﺲﻤﻠﺗو ﺔﻠﺑﺎﻘﻤﻟ ﻲﻓﺎﺿإ ﺪﻬﺟ لﺬﺑ ﻰﻠﻋ ةرﺪﻘﻟا
 
7.    تﺎﻣﺪﺨﻟا ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا
تارﺎﺴﻔﺘﺳا ﺔﺑﺎﺟﺈﺑ مﺎﻤﺘهﻻا ،ءﻼﻤﻌﻟا تﺎﺟﺎﻴﺘﺣا
 ﻞﺣو ﻢهاﻮﻜﺷ لﺎﺼﻳإو ﻢﻬﺗﺎﺒﻠﻃ ﺔﻴﺒﻠﺗو ءﻼﻤﻌﻟا
ﻢﻬﻠآﺎﺸﻣ  .  
ءﻼﻤﻌﻠﻟ  
1         2         3         4         5         6   8.   ﻦﻳﺮﺧﻵا ﻲﻓ ﺮﻴﺛﺄﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا    مﺪﺨﻳ ﺎﻤﺑ ﻦﻳﺮﺧﻵا عﺎﻨﻗإ ﻲﻓ ﺔﺒﻏﺮﻟاو ةرﺪﻘﻟا
ﻞﻤﻌﻟا فاﺪهأ   .  
1         2         3         4         5         6    تﺎﻴﺣ  ﻲﻓ 9.    ﻲﻓ ﺔﻴﻤﻴﻈﻨﺘﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
ﻞﻤﻌﻟا  
ﻼﺼﻟا دوﺪﺣ ﺔﻓﺮﻌﻣو ﻢﻴﻈﻨﺘﻟا ﺔﻟﺄﺴﻣ ﻢﻬﻔﺗ
ﺔﻗﻼﻌﻟا تاذ ىﺮﺧﻷا تﺎﻤﻈﻨﻤﻟا ﻲﻓ وأ ﺔﻤﻈﻨﻤﻟا  .  
1         2         3         4         5         6  
 ﺔﺒﻴﻃ ت
 ،ﺔﻤﻈﻨﻤﻟا
10.   ﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا ةﺪﻴﺟ تﺎ   ﻼﺻو ﺔﻗاﺪﺻ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا
 ﻊﻣ ًﺎﻴ ﻟ ﺎﺣ  نﻮﻠﻣﺎﻌﺘﻳ ﻦﻳﺬﻟا ﺔﻓﺎآ ﻞآ ﻊﻣ
ﻢﻬﻌﻣ ﻞﻣﺎﻌﺘﻟا ﻊﻗﻮﺘﻤﻟا ﻚﻟﺬآو .  
 
1         2         3         4         5         6  
 ،ﻦﻳ
 ﺎﻤﺑ
11.   ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا     ﺮﺧﻵا ﺮﻳﻮﻄﺗ و ﻢﻴﻠﻌﺗ ﻢﻋﺪﻟ ﺔﻴﻘﻴﻘﺤﻟا ﺔﺒﻏﺮﻟا
 ﻢﻬﺗارﺪﻘﻟ ﺐﺳﺎﻨﻤﻟا ﻲﺒﻳرﺪﺘﻟا ىﻮﺘﺴﻤﻟا رﺎﻴﺘﺧاو
ﻞﻤﻌﻟا ﺔﺟﺎﺣ مﺪﺨﻳ .  
 
1         2         3         4         5         6  
ﻄﻠﺴﻟا ماﺪﺨﺘﺳا ،ﻢﺴﺤﻟا ،مﺰﺤﻟا  ﻞﻤﺤﺗ ،ﺔ
 داﺮ
12.   ﻲﻬﻴﺟﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا  
ﻓأ ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺮﻴﻳﺎﻌﻤﻟا ماﺰﺘﻟإ ،ﺔﻴﻟوﺆﺴﻤﻟا
ﻢﻬآﻮﻠﺳ ﻂﺒﺿو ﺔﻋﻮﻤﺠﻤﻟا .  
 
1         2         3         4         5         6    ،ﻦﻳﺮﺧﻵا ﺰﻴﻔﺤﺗ
ﻞﻤﻌﻠﻟ ﺢﻟﺎﺻ خﺎﻨﻣ دﺎﺠﻳإ  .  
13.   ﻠﻋ ةرﺪﻘﻟا  ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰ
ﻢﻬﻌﻣ نوﺎﻌﺘﻟا ﻰﻠﻋو ﻞﻤﻋ  
 ،ﺎﻬﺗرادإو ﺔﻋﻮﻤﺠﻤﻟا ﻞﻤﻋ ﻞﻴﻬﺴﺗ ﻲﻓ مﺎﻬﺳﻹا
 ،تﺎﻋزﺎﻨﻟا ﺾﻓ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6  
ﺔﻋﻮﻤﺠﻣ وأ ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻲﻓ ﺔﻋﺰﻨ   .  ﻞﻤﺤﺗ
 مﺎﻤﺘهﻹا ،ﺮﻴﺼﺒﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،ﺔﻴﻟوﺆﺴﻤﻟا
 ،ﺢﺿاو ﻞﻜﺸﺑ ﺔﻋﻮﻤﺠﻤﻟا فﺪه ﻢﻬﻓ ،ﻦﻴﺳوؤﺮﻤﻟﺎﺑ
ﻲﻋﺎﻤﺠﻟا ﻞﻤﻌﻠﻟ ﺰﻴﻔﺤ .  
14.   ﻞﻤﻋ     ﻟا
ﺘﻟا
 ﻖﻳﺮﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا
1          2         3         4         5         6  
 ،ﻪﻟ ﺔﻧﻮﻜﻤﻟا ﻞﻴﺻﺎﻔﺘﻟا ﺪﻳﺪﺤﺘﺑ ﻒﻗﻮﻤﻟا ﻢﻬﻓ
 ،ﻲﻠﻤﻌﻟا وأ ﻲﻘﻴﺒﻄﺘﻟا ءﺎآﺬﻟا ،ﺮﻴﻜﻔﺘﻟا ﻲﻓ ﺔﻴﻘﻄﻨﻤ
 ﺔﻴﺠﻬﻨﻤﻟا ،تﻼﻜﺸﻤﻟا ﻞﻴﻠﺤﺗ ،ﻂﻴﻄﺨﺘﻟا تارﺎﻬﻣ
ﻞﻤﻌﻟا ﻲﻓ  .  
 
1   ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘﻟا  
ﻟا
5.
1         2         3         4         5         6  
ﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا  ﺮﻴﻜﻔﺘﻟا  ،ﺔﻨﻄﻔﻟا ،رﻮﻣ
 ثاﺪﺤﺘﺳا ﻰﻠﻋ ةرﺪﻘﻟا ،ﻞآﺎﺸﻤﻟا ﺪﻳﺪﺤﺗ ،يﺪﻘﻨﻟا
رﻮﻣﻷا ﻦﻴﺑ ﻂﺑﺮﻟا ﻰﻠﻋ ةرﺪﻘﻟا ،تﺎﻴﺿﺮﻔﻟا .  
16.    رﻮﻣﻷا رﻮﺼﺗ   ةرﺪﻘﻟا   ﻰﻠﻋ
1         2         3         4         5         6  
 ﺺﺼﺨﺘﻟﺎﺑ ﺔﻠﺼﻟا تاذ ةرﺎﻬﻤﻟاو ﺔﻓﺮﻌﻤﻟا  )  لﺎﺠﻣ 17.   ﺔﻴﻠ ﻟا ةﺮﺒﺨﻟا  
 ﻞﻤﻌﻟا (  ةﺮﺒﺨﻟا ﺢﻨﻣ ،ةﺮﺒﺨﻟا بﺎﺴﺘآﻻ ﻲﻌﺴﻟا ،
ﻟ ﻦﻳﺮﺧﻶ .  
ﻤﻌ
1         2         3         4         5         6    ﻪﻔﻃاﻮﻋ ﻢﻬﻓ ﻰﻠﻋ ﺺﺨﺸ
ﻢﻬﻔﻟا اﺬﻬﻟ ًﺎ ﻘ ﻓ و  فﺮﺼﺘﻟاو ﻦﻳﺮﺧﻵا (   ،
ﻘﻟا ﻪﻟ ،ﻞﻴﻠﻀﺘﻟاو تاءاﺮﻏﻻا ﺔﻣوﺎﻘﻣ  ﻰﻠﻋ ةرﺪ
18.   ﺲﻔﻨﻟا ﻂﺒﺿ    ﻞﻤﺤﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا ) ﺪﻠﺠﻟا (  ،طﻮﻐﻀﻟا ﺔﻣوﺎﻘﻣ ،
 ءﺎآﺬﻟا ﻦﻣ ﺔﻴﻟﺎﻋ ﺔﺟرد ،ءوﺪﻬﻟاو يوﺮﺘﻟا
ﻲﻔﻃﺎﻌﻟا  ) ﻟا ةرﺪﻗ
 ﻒﻃاﻮﻋو
ﻦﻳﺮﺧﻵا ﺔﺋﺪﻬﺗ .  
1         2         3         4         5         6  
 ﻰﻠﻋ ةﺮﻄﻴﺴﻟا ،ﺔﻴﺗاﺬﻟا تارﺪﻘﻠﻟ يﻮﻘﻟا ﻢﻬﻔﻟا
 ﻞﺒﻘﺗ ،ﻢﺴﺤﻟا ،تاﺬﻟا ﻰﻠﻋ دﺎﻤﺘﻋﻻا ،تﻻﺎﻌﻔﻧﻻا
ﺔﻴﻟوﺆﺴﻤﻟا ﻞﻤﺣ .  
19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا  
1         2         3         4         5         6  
ا ﻊﻣ ﻒﻴﻜﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا  ﻰﻠﻋ ةرﺪﻘﻟا ،تاﺪﺠﺘﺴﻤﻟ
 ﺔﻈﻓﺎﺤﻤﻟا ،رﻮﻣﻸﻟ ﺔﻴﻋﻮﺿﻮﻤﻟا ةﺮﻈﻨﻟا ،ﺮﻴﻴﻐﺘﻟا
 ﻒﻗاﻮﻤﻟا ءازإ ﺔﻧ
20.   ﺔﻧوﺮﻤﻟا  
وﺮﻤﻟا ،ﺔﻴﻋﻮﺿﻮﻤﻟا ﻰﻠﻋ
ﻒﻗﻮﻤﻟا ﻪﻴﻠﻤﻳ ﺎﻤﺑ فﺮﺼﺘﻟا ،ﺔﻔﻠﺘﺨﻤﻟا  .      333
1         2         3         4         5         6  
 ،ﺔﻤﻈﻨﻤﻟا ﺔﻣﺪﺨﻟ ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ
ﺑو ﻲﻧﺎﻔﺘﻟا ،ﺔﻴﻠﻤﻌﻟا ﺔﻴﻠﻘﻌﻟا  ﻲﻓ تﺎﻗﺎﻄﻟا ﺔﻓﺎآ لﺬ
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا  
ﻞﻤﻌﻟا .  
1         2         3         4         5         6    ﺔﻠﺻاﻮﻣ ،ةدﺪﺤﻤﻟا تﻼﻜﺸﻤﻟا ﻞﺣ ﻲﻓ ﺔﻴﻠﻋﺎﻔﻟا
ﻩزﺎﺠﻧإ ﻰﺘﺣ ﻞﻤﻌﻟا .  
تﻼﻜﺸ   22.   ﻤﻟا ﻞﺣ ﻰﻠﻋ ةرﺪﻘﻟا
1         2         3         4         5         6    ةرادإ ،ﻦﻳﺮﺧﻵا ﻢﻴﻈﻨﺗو تاﺬﻟا ﻢﻴﻈﻨﺗ ﻰﻠﻋ ةرﺪﻘﻟا
ﻮﻟا ﺔﻴﻠﻋﺎﻓو ةءﺎﻔﻜﺑ مﺎﻬﻤﻟا زﺎﺠﻧإ ،ﺔﻴﻠﻋﺎﻔﺑ ﺖﻗ .  
 ﻪﺴﻔﻨﻟ ﻂ
ﺔﻴ    
23.   ﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا
ﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو
1         2         3         4         5         6    ﺔﻳﻮﻴﺤﻟا ،ﻞﻤﻌﻟا ءادأ ﺔﻴﻧﺎﻜﻣﻹ ﻲﺑﺎﺠﻳﻹا ﻪﺟﻮﺘﻟا
ﻞﻤﻌﻠﻟ ﻢﺋاﺪﻟا داﺪﻌﺘﺳﻻا ،ﺔﺳﺎﻤﺤﻟا ،طﺎﺸﻨﻟاو ﺔﻣﺎﺘﻟا .  
  24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا
1         2          3         4         5         6    ﺐﺳﺎﺤﻟا ﺞﻣاﺮﺑ ﻦﻣ دﺪﻋ ﻞﻴﻐﺸﺗ ﻰﻠﻋ ةرﺪﻘﻟا
تﺎﻣﻮﻠﻌﻤﻟا ةرادإ ﺞﻣاﺮﺒﺑ ﺔﻳارد ﻰﻠﻋ ،ﻲﻟﻵا .  
ﻲﻟﻵا ﺐﺳ   25.   ﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻹا
1         2         3         4         5         6  
 ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا داﺪﻋﺈﺑ ﺔﻘﻠﻌﺘﻤﻟا تارﺎﻬﻤﻟا ﻪﻳﺪﻟ
ﻟ ﺢﻴﺤﺼﻟا ماﺪﺨﺘﺳﻻا ﻞﺜﻣ ﺎﻬﻟﺎﺳرإو  ﺪﻳﺮﺒﻠ
 ﺮﻳرﺎﻘﺘﻟا ،ﺔﻴﻠﺧاﺪﻟا تاﺮآﺬﻤﻟا ﺔﺑﺎﺘآو ،ﻲﻧوﺮﺘﻜﻟﻹا
ءﻼﻤﻌﻟا ﻞﺋﺎﺳرو ،ﺔﻴﺟرﺎﺨﻟاو ﺔﻴﻠﺧاﺪﻟا .  
    26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا
1         2         3         4         5         6   ﺔﺑﺎﺘآو ًﺎﺛ ﺪﺤﺗ  ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ةدﺎﺟإ   مﺎﻋ ﻞﻜﺸ (   27.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﺑ
1         2         3
 ةﺎﻋاﺮﻣ ،تﺎﻔﻠﻤﻟاو تاﺮآﺬﻤﻟا ،ﻞﺋﺎﺳﺮﻟا ﺔﺑﺎﺘآ
 ةدﺎﺟإ ،ﺔﺑﺎﺘﻜﻟا ﺪﻨﻋ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ﺪﻋاﻮﻗ
 ﻲﻓ عﻮﻗﻮﻟا ﺐﻨﺠﺗو ،ﻢﻴﻗﺮﺘﻟا تﺎﻣﻼﻋ ماﺪﺨﺘﺳا
ﺔﺑﺎﺘﻜ (  
        4         5          6  
ﺔﻴﺋﻼﻣﻹا ءﺎﻄﺧﻷا .  
28.    ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ) ﻟا
1         2         3      ماﺪﺨﺘﺳا ،حﻮﺿﻮﺑ ﺔﻳﺰﻴﻠﺠﻧﻹا ﺔﻐﻠﻟا ثﺪﺤﺗ
ﻌﻟا ﻞﻤﻌﻟا ﺔﺌﻴﺑ ﻲﻓ ﺔﺒﺳﺎﻨﻤﻟاو ﺔﻘﺋﻼﻟا تارﺎﺒ .  
 ﺔﻳﺰﻴﻠﺠﻧﻹ ) ًﺎﺛ ﺪﺤﺗ (        4         5         6   29.   ا ﺔﻐﻠﻟا
1         2         3         4         5         6   ﺤﻤﻟا دﺪ ﺔﻤﻈﻨﻤﻟا ﺪﻴﻔﻳ ﺎﻤﺑ ﻞﻤﻌﻟا ﺖﻗو لﻼﻐﺘﺳاو ، .  
 ﺖﻗﻮﻟا ﻲﻓ فاﺮﺼﻧﻻاو رﻮﻀﺤﻟﺎﺑ مﺎﻤﺘهﻻا 30.   ﻞﻤﻌﻟا ﺖﻗو ﺔﻤﻴﻗ ﺮﻳﺪﻘﺗو ﺔﻓﺮﻌﻣ  
1         2         3         4         5          6  
ﺎﻬﺤﻟﺎﺼﻣ ﻰﻠﻋ ًﺎﺒ ﻠ ﺳ ﺮﺛﺆﻳ .  
31.   ﻓﺎﺤﻤﻟا  ﻞﻤﻌﻟا ﺺﺨﺗ ﻲﺘﻟا رﻮﻣﻷا ﻦﻋ ثﺪﺤﺘﻟا مﺪﻋ
 وأ ﺔﻤﻈﻨﻤﻟﺎﺑ رﺮﺿ قﺎﺤﻟا ﻰﻟا ﺎهﺮﺸﻧ يدﺆﻳو
ﻞﻤﻌﻟا راﺮﺳأ ﻰﻠﻋ ﺔﻈ  
     ﺎﻬﻧوﺮﺗ ىﺮﺧأ تﺎﻳﺎﻔآ يأ ﺔﻓﺎﺿإ ﻰﺟﺮﻳ
قﺎﻴﺴﻟا اﺬه ﻲﻓ ﺔﺒﺳﺎﻨﻣ .  
1         2      3         4         5         6     
     
1         2         3         4         5         6     
 





ﺚﻟﺎﺜﻟا ءﺰﺠﻟا   : ا ﺚﻴﺣ ﻦﻣ تﺎﻳﺎﻔﻜﻟا ﻲﻋﻮﻧ ﻦﻴﺑ ﺔﻧرﺎﻘﻤﻟا
 
 ﻰﻟا ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﻒﻨﺼُ ﺗ ) Soft  (  و ) ard      ىﺮﺧﻷا ﻦﻣ ﺔﻴﻤهأ ﺮﺜآأ تﺎﻳﺎﻔﻜﻟا ﻲ
  ؟ﻲﻧوﺎﻌﺘﻟا  ﺎهﻮﺳراد ﻰﻘﻠﺘﻳ ﻲﺘﻟا ﺔﻣﺎﻌﻟا ةرادﻹا ﺪﻬﻌﻣ عﺮﻓ ﺞ  )      ﻲﻓ ﺮﺷأ
 
(Soft Com    
 ﺎهرﺎ –  ًﺎﺒ ﻟ ﺎﻏ   -  ﻊﻣ ﻞﻣﺎﻌﺘﻟا ﺪﻨﻋ  ﻬﻣ  تارﺎ
لﺎﺼﺗﻻا (  ﻚﻟﺬآ ﻰﻤﺴﺗو ، ) تﺎﻬﺟﻮﺘﻟا   .( ﻳﺎﻔﻜﻟا ﻩﺬه ﻢﺴﺘﺗو  ﻲﻓ ﺔﻘ
ةدﺎﻴﻘﻟا ، زﺎﺠﻧﻻا ﻰﻟا ﺔﻋﺰﻨﻟا ، ﺲﻔﻨﻟا  . ) ﻳﺎﻔﻜﻟا ﺔﻤﺋﺎﻗ ﻊﺟار   عﻮ .(  
 
(Hard     
ﻴﻤﻠﻋ تﺎﻔﺻ ﻲه  ًﺎﻴ ﻓ ﺎآ  ًا ر ﺪﻗ  ﺐﻠﻄﺘﺗ ﺎﻣ ةدﺎﻋ ﺔﻳرﺎﻬﻣو ﺔ     ﻦﻣ
ﺎﻬﻴﻠﻋ ﺔﻠﺜﻣﻷا   : ﺔﻳﺰﻴ ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا ءاﺮﺟا ﻰﻠﻋ ةرﺪﻘﻟا   .
)   ﻟ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻤﺋﺎﻗ ﻊﺟار ﻠﺜﻣأ ﻰﻠﻋ فﺮﻌﺘﻠ
 
 
   ﺔﻴﻤهﻷ  
H   .(  دﺪﺣ ﻔﻨﺻ ﻦﻣ يأ
 ﺐﻳرﺪﺘﻟا   قﻮﻓ مﻮﻠﺑﺪﻟا ﻲﺠﻳﺮﺨﻟ ﻞﻤﻌﻟا ﻲﻓ ﻣاﺮﺒﻟ يﻮﻧﺎﺜﻟا 
 حﺎﺘﻤﻟا غاﺮﻔﻟا ﻲﻓ ﺐﺒﺴﻟا ﺮآذأ ﻢﺛ ، ﻊﺑﺮﻤﻟا .(  
petencies)
ﺛﺁ ﺮﻬﻈﺗ ﺔﻴﺗاذ تﺎﻔﺻ ﻲه ﺣ ، ﻦﻳﺮﺧﻵا  ﻰﻤﺴﺗ ﺎﻬﻧأ ﻰﺘ ) ﺔﻳﺮﺸﺒﻟا تارﺎﻬﻤﻟا  (  ، )
ﺎﻬﺑﺎﺴﺘآاو ﺎﻬﺳﺎﻴﻗ ﺔﺑﻮﻌﺼﺑ تﺎ   . ﺎﻬﻴﻠﻋ ﺔﻠﺜﻣﻷا ﻦﻣ   : ﺜﻟا
  ﻟ ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎ ﻨﻟا اﺬﻬﻟ ىﺮﺧأ ﺔﻠﺜﻣأ ﻰﻠﻋ فﺮﻌﺘﻠ
Competencies)
ﺎﻬﺳﺎﻴﻗو ﺎﻬﻤﻠﻌﺗ ﻞﻬﺴﻟا ﻦﻣو  ،ﺎﻬﺑﺎﺴﺘآﻻ ﺔﻓﺮﻌﻤﻟا ﻦﻣ .
ﻠﺠﻧﻻا ﺔﻐﻠﻟا ةدﺎﺟا ، ﻲﻟﻵا ﺐﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻻا ، 






















ﻊﺑاﺮﻟا ءﺰﺠﻟا  : هأ ﺔﺟرد كاردا ﻲﻓ ﺔﻴﻠﻋﺎﻓ ردﺎﺼﻤﻟا ﺮﺜآأ
 
ﺎﻬﺘﻴﻠﻋﺎﻓ ﺔﺟرد ﺐ  ﻲﻓ   ﺢﻨﻣا 1  
 ،ﺔﻴﻠﻋﺎﻓ ردﺎﺼﻤﻟا ﺮﺜآﻷ 2 ﺗﺮﻤﻠﻟ  ﺔﻴﻠﻋﺎﻔﻟا ﻲﻓ ﺔﻴﻧﺎﺜﻟا ﺔﺒ   .. و
   
























------------------------ --   -------------------------
 
  ﺔﻣﺎﻌﻟا ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤ  
   ﺔﻴﻔﻴﻇﻮﻟا تﺎﻳﺎﻔﻜﻟا ﺔﻴﻤهﻷ ﻚآاردا ﺮﻳﻮﻄﺗ . ) 





ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B ا ﻲﻓ ﺔﺳارﺪﻟا                 ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺪﻬﻌﻤﻟ  
1. زﺎﺠ  
   
  ﻨﻟا ﻧﻻا ﻰﻟإ ﺔﻋﺰ
       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B ا ﻲﻓ ﺔﺳارﺪﻟا                 ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺪﻬﻌﻤﻟ  
2.   ﻞﻤﻌﻟا ﻲﻓ ﺔﻗﺪﻟاو ةدﻮﺠﻟاو مﺎﻈﻨﻟﺎﺑ ماﺰﺘﻟﻻا  
          
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا         ﺔﺳرﺪﻤﻟا       
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
3.   ةردﺎﺒﻤﻟا حور  
          
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B ا ﻲﻓ ﺔﺳارﺪﻟا                 ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺪﻬﻌﻤﻟ  
4.   ﺪﻘﻟا تﺎﻣﻮﻠﻌﻤﻟا ﻦﻋ ﺚﺤﺒﻟا ﻰﻠﻋ ةر  
          
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B ا ﻲﻓ ﺔﺳارﺪﻟا                 ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا ﺪﻬﻌﻤﻟ  
5.   ﻦﻳﺮﺧﻵا ﻊﻣ تﺎﻗﻼﻌﻟا ﺮﻳﺪﻘﺗ  
          
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
6.   ﻢﻠﻌﺘﻟا ﻲﻓ ﺔﺒﻏﺮﻟاو ﻰﻠﻋ ةرﺪﻘﻟا  
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ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
ءﻼﻤﻌﻠﻟ تﺎﻣﺪﺨﻟا   
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B ﻲﺗاذ ﻢﻴﻠﻌﺗ                B
7.   ﻢﻳﺪﻘﺗ ﻰﻠﻋ ةرﺪﻘﻟا
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
ﻦﻳﺮﺧﻵا ﻲﻓ ﺮﻴﺛﺄﺘﻟا ﻰ  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
8.   ﻠﻋ ةرﺪﻘﻟا
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
ﻞﻤﻌﻟا ﻲﻓ ﺔﻴﻤﻴﻈﻨﺘ  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
9.   ﻟا رﻮﻣﻷﺎﺑ ﻲﻋﻮﻟا
 




B        ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا          
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
10.   ﺪﻴﺟ تﺎﻗﻼﻋ ءﺎﻨﺑ ﻰﻠﻋ ةرﺪﻘﻟا
11.   ﻦﻳﺮﺧﻵا ﺮﻳﻮﻄﺗ ﻰﻠﻋ ةرﺪﻘﻟا      
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
  B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
ﻲﻬﻴﺟ  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
12.   ﻮﺘﻟاو يدﺎﻴﻘﻟا روﺪﻟا
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
 ﻰﻠﻋو ﻞﻤﻋ
ﻢﻬﻌﻣ نوﺎﻌﺘﻟا  
B   ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا               
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
13.    ﻖﻳﺮﻓ ﻦﻤﺿ ءادﻷا ﻰﻠﻋ ةرﺪﻘﻟا
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
ﻞﻤﻋ ﻖ    
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
14.   ﻳﺮﻓ ةدﺎﻴﻗ ﻰﻠﻋ ةرﺪﻘﻟا
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
15.   ﻲﻠﻴﻠﺤﺘﻟا ﺮﻴﻜﻔﺘﻟا  
                
        B
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
 
B          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا                 ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا 
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
16.    رﻮﻣﻷا رﻮﺼﺗ ﻰﻠﻋ ةرﺪﻘﻟا
17.   ﺔﻴﻠﻤﻌﻟا ةﺮﺒﺨﻟا    
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
 
                
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
18.   ﺲﻔﻨﻟا ﻂﺒﺿ    
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
  B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B    336
19.   ﺲﻔﻨﻟا ﻲﻓ ﺔﻘﺜﻟا    
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
  B         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
  B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
20.   ﺔﻧوﺮﻤﻟا  
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
21.   ﺔﻤﻈﻨﻤﻠﻟ ءﻻﻮﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
22.   ﻋ ةرﺪﻘﻟا تﻼﻜﺸﻤﻟا ﻞﺣ ﻰﻠ  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
 
23.   ﺔﻴﻤﻴﻈﻨﺘﻟا تارﺎﻬﻤﻟاو ﻪﺴﻔﻨﻟ ﻂﻴﻄﺨﺘﻟا ﻰﻠﻋ ةرﺪﻘﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا       
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا ﺳرﺪﻤﻟا        ﺔ  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
24.   ﺔﺳﺎﻤﺤﻟاو ﺔﻳﻮﻴﺤﻟا  
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
   ﻲﺗاذ ﻢﻴﻠﻌﺗ       B
25.   ﻲﻟﻵا ﺐﺳﺎﺤﻟا نوﺆﺸﺑ مﺎﻤﻟﻻا  
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
26.   ﺔﻴﺑﺎﺘﻜﻟا تﻻﺎﺼﺗﻻا    
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
27.    ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ) مﺎﻋ ﻞﻜﺸﺑ (  
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
  ﻲﺗاذ ﻢﻴﻠﻌﺗ        B
28.    ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ) ﺔﺑﺎﺘﻜﻟا (  
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا        ﺔﺳرﺪﻤﻟا  
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
29.    ﺔﻳﺰﻴﻠﺠﻧﻻا ﺔﻐﻠﻟا ) ًﺎﺛ ﺪ ﺤﺗ (  
                
B        
B       
 
ﺖﻴﺒﻟا  / ةﺮﺳﻷا  /    ﻊﻤﺘﺠﻤﻟا   ﺔﺳرﺪﻤﻟا        
         ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا    ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
      ﻲﺗاذ ﻢﻴﻠﻌﺗ   B
30.   ﺔﻓﺮﻌﻣ   ﺮﻳﺪﻘﺗو   ﺔﻤﻴﻗ   ﺖﻗو   ﻞﻤﻌﻟا  
                
B        
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ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B ﻢﻴﻠﻌﺗ               ﻲﺗاذ  B  
31.         ﻞﻤﻌﻟا راﺮﺳأ ﻰﻠﻋ ﺔﻈﻓﺎﺤﻤﻟا  
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B  
 اﺬه ﻲﻓ ﺔﺒﺳﺎﻨﻣ ﺎﻬﻧوﺮﺗ ىﺮﺧأ تﺎﻳﺎﻔآ يأ ﺔﻓﺎﺿإ ﻰﺟﺮﻳ
قﺎﻴﺴﻟا .  
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B  
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B             ﻲﺗاذ ﻢﻴﻠﻌﺗ    B  
 
ﺖﻴﺒﻟا         / ةﺮﺳﻷا  /       ﻊﻤﺘﺠﻤﻟا             ﺔﺳرﺪﻤﻟا  
B          ﻲﻧوﺎﻌﺘﻟا ﺐﻳرﺪﺘﻟا          ﺪﻬﻌﻤﻟا ﻲﻓ ﺔﺳارﺪﻟا         
B       ﻲﺗاذ ﻢﻴﻠﻌﺗ         B  
 
 
 
 
 
 
 